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CHANGES IN STUDENT TEACHERS’
PERCEPTIONS OF STRESS DURING THE 
STUDENT TEACHING SEMESTER
Connie L. Schaffer, Ed.D.
University of Nebraska, 2003
Advisor: Dr. Laura Schulte
The student teaching experience has long been the culmination of years of 
preparation and has served as one of the primary methods of transitioning teacher 
candidates from their roles as students to their new roles as teachers. As with any role 
change, there is stress that accompanies this transition.
The purpose of this study was to examine the changes in the perceptions of stress 
during the student teaching semester. The pervasive theory regarding the changing stress 
of student teachers was developed by Fuller (1969). Fuller’s developmental 
conceptualization theory involved three stages of concern or stress: (1) pre-teaching, 
non-concerns, (2) early-teaching phase, self-concems and task concerns, and (3) late 
concerns, impact concerns. This study examined self-concems, task concerns, and 
impact concerns and expanded the Fuller (1969) model to also include personal and 
career concerns.
The sample group was comprised of undergraduate student teachers from a 
midwestem metropolitan university. This group of student teachers completed the 
Comprehensive Stress Survey for Student Teachers at three points during their student 
teaching experience: (1) immediately before the student teaching experience, (2) at the
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midpoint of the student teaching experience, and (3) at the end of the student teaching 
experience.
The results of this study found that the perception of stress did not reach the 
moderate stress level in the areas of self-concems, task concerns, and impact concerns at 
any of the three data collection points. The perception of stress slightly exceeded the 
moderate stress level in the area of personal and career concerns at the first two data 
collection points but fell below the moderate level at the third data collection point.
The results found that there was a significant decrease in stress levels over time. 
There were also significant findings regarding two demographic variables. Significant 
differences were found within the age and certification level variables. There were no 
significant differences found within the gender, ethnicity, number of hours of 
employment, or type of preparation program variables.
The results of this study provide further insight into the student teaching 
experience. There are implications for research and for the policy and practice of both 
teacher training institutions and K-12 school districts.
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Student teaching is an intense, total immersion, professional socialization 
experience. It is a culmination of years of preparation. For the student teacher, it is a 
transition from being a student to being a teacher. A massive amount of research exists 
identifying and measuring the stress of this transitional process; research spanning 
decades and crossing oceans. Teacher educators and other professionals who work with 
student teachers have an obvious interest in understanding the stress experienced by 
student teachers. Understanding this phenomenon could lead to changes that may lower 
stress and/or improve support systems available for student teachers in teacher 
preparation programs, university services, and other student teacher support networks. 
Literature About the Problem
The amount of research and study surrounding both the topics of stress, and more 
specifically, stress in the student teaching environment, has been substantial. 
Foundational research in occupational stress, often referred to as work or job stress, 
surfaced as early as in the writings of Hippocrates, evolved into a focus of physiological 
repercussions of work environments during the 1700s and 1800s, and expanded in the 
early 1900s to include social and psychological implications of the workplace (Goodell, 
Wolf, & Rogers, 1986; Spielberger & Reheiser, 1995). More recent research has 
proposed numerous theoretical models of occupational stress including the transactional 
theory, person-environment fit theory, multidimensional theory, the process model, and
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the cybernetic theory as well as others (Cooper, 1998; Crandall & Perrewe, 1986; Jex, 
1998).
Stress in student teaching has also been historically well established. Over 50 
years ago, Travers, Rabinowitz, and Nemovicher (1952) studied the anxieties of student 
teachers. Similarly, Fuller’s (1969) meta-analysis of research, used to develop his theory 
of student teacher concerns, drew heavily from studies conducted in the late 1950s and 
the 1960s. Recent work, including both qualitative and quantitative inquiry, has focused 
on identifying multiple stressors of student teaching (Abede & Shaughnessy, 1997; 
Hunter-Boykin & Thompson, 1993; Murray-Harvey et al., 2000; Sinclair & Nicoll, 1980; 
Smith, 2000). Other studies of student teacher stress have focused on the impact of stress 
during the student teaching experience (Head & Hill, 1996; Sinclair & Nicoll, 1980). 
Deficiencies in Past Literature
Despite the amount of research measuring and describing the types of stress 
encountered in student teaching, the researcher identified several areas of deficiencies in 
the literature. First, past studies rarely covered the comprehensive issues involved in 
student teaching. One research study identified as many as 95 different stressors 
(Kaunitz, Spokane, Lissitz, & Strein, 1986); however, many studies were limited to only 
one or two areas of stress, such as classroom/teaching issues or relationships with 
university supervisors or cooperating teachers. Rarely have studies addressed personal 
concerns of student teachers outside the classroom, such as personal financial obligations 
or searching for a job during the same semester in which they are student teaching. It 
may be that the cumulative effect of multiple areas of stress magnifies the overall stress.
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A broad, all-encompassing examination of the multiple stressors of student teaching was 
needed.
Second, few studies have addressed the multidimensional nature of student 
teachers. Students preparing for different types of certification have completed varying 
programs of teacher preparation. Furthermore, stress in elementary classrooms may be 
very different than stress in middle school or high school classrooms (A. I. Schwebel,
B. L. Schwebel, C. R. Schwebel, & M. Schwebel, 1992). Past studies often focused on 
limited certification levels and fewer still examined those student teachers who have 
completed alternative teacher preparation programs. In addition to the certification levels 
and preparation program, there are other variables that may influence stress, such as age, 
gender, employment during student teaching, and ethnicity. There is a need to examine 
the relationship between multiple factors and student teacher stress.
Finally, few studies measured how perceptions of stress may change during a 
traditional, one-semester student teaching experience. Hynes-Dusel (1999) measured 
concerns at three points during the student teaching semester, but had a relatively small 
and specialized sample of only 25 physical education student teachers. Most past 
research investigated stress after the student teaching experience was over or only at one 
or two points during the student teaching semester. If teacher preparation programs want 
to better prepare students for their student teaching semester, it is important to better 
understand stress as it is both anticipated prior to and actually experienced during the 
student teaching semester.
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Purpose Statement
The purpose of this study was to examine student teacher stress as it related to 
Fuller’s (1969) developmental conceptualization theory of the three phases of student 
teacher concerns. Undergraduate student teachers from all certification levels at a 
midwestem metropolitan university were surveyed immediately before beginning their 
student teaching semester, at the midpoint of their student teaching assignment, and again 
at the end of their student teaching semester. -Using a Likert scale, student teachers rated 
stressors that were applied to Fuller’s (1969) three stages of concern: (1) pre-teaching 
phase: non-concerns, (2) early-teaching phase: self-concems and task concerns, and 
(3) late concerns: concerns with pupils or impact concerns.
Research Questions
The following research questions were drawn from Fuller’s (1969) developmental 
conceptualization model and a review of the relevant literature.
1) What areas of stress did student teachers identify at each of the three points during 
the student teaching semester?
2) Was there a significant change in the levels of stress in each surveyed area of 
stress at each of the three points during the student teaching semester?
3) Did the age of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching semester?
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4) Did the gender of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching semester?
5) Did the certification level (elementary, middle, secondary, or K-12) of the student 
teacher significantly affect the level of stress experienced in each of the areas of 
stress at each of the three points during the student teaching semester?
6) Did the number of hours of employment during the student teaching experience 
significantly affect the level of stress experienced in each of the areas of stress at 
each of the three points during the student teaching semester?
7) Did the ethnicity of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching semester?
8) Did the preparation program (traditional or alternative) of the student teacher 
significantly affect the level of stress experienced in each of the areas of stress at 
each of the three points during the student teaching semester?
Theoretical Perspective
The theory used to guide this study was the developmental theory of student 
teacher concerns advanced by Fuller (1969). Fuller’s theory was based on two research 
studies of student teachers and a review and regrouping of research examining the data 
from the findings of six previously published surveys and two unpublished surveys of 
student teachers. Fuller’s two research study samples were small. The first study 
consisted of interviews with six student teachers. The second study consisted of a
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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classification of the responses of 29 student teachers on written concern statements, taken 
at 2-week intervals during the student teaching semester. During the course of the 
research, Fuller (1969) found “obvious consistency.. .despite the fact that diverse 
populations were surveyed over a period of 36 years” (p. 215).
If Fuller’s theory is accurate, this model would indicate that student teachers pass 
through three stages of concerns during the student teaching semester. At each of these 
stages, the areas of primary concern for the student teachers would differ. At the first 
stage their concerns would be vague and non-specific, often based on rumors and 
hearsay. At the second stage their concerns would be centered on themselves, which 
Fuller described as covert concerns and on student behavior and classroom control, which 
Fuller described as overt concerns. At the third stage student teachers' concerns would be 
centered on their ability to impact student learning.
For purposes of this study, the developmental theory of student teacher concerns 
suggested that the point in the student teaching semester (immediately before the 
beginning of the student teaching experience, at the midpoint of the student teacher 
experience, and again at the end of the student teaching experience) in which the survey 
was administered would result in different student teacher responses regarding the areas 
of stress being experienced. This change would be expected because student teachers, 
according Fuller’s theory, should be progressing through the developmental stages of 
student teaching.
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Assumptions
The assumption of this study was that student teaching is stressful. Countless 
studies of the typical student teaching semester, as experienced in the United States, have 
shown that student teaching or certain aspects of student teaching are stressful (Abede & 
Shaughnessy, 1997; Briggs & Richardson, 1992; Campbell & Wheatley, 1983; Corcoran, 
1981; Fimian & Blanton, 1987; Fuller, 1969; Hunter-Boykin & Thompson, 1993; Hynes- 
Dusel, 1999; Jelinek, 1986; Jones, 1982; Kaunitz et al., 1986; Romeo, 1987; Sullivan, 
1979; Thompson, 1963; Travers et al., 1952; Womack, 1983). The documented stress of 
student teaching was not limited to American student teachers but crossed geo-political 
boundaries as well (Capel, 1997; Duncan, 2000; Gale & Jackson, 1997; Head & Hill, 
1996; MacDonald, 1992, MacDonald, 1993; Maguire, 2001; Morton, Vesco, Williams, & 
Awender, 1997; Murray-Harvey et al., 2000; Sinclair & Nicoll, 1980). These studies are 
reviewed in Chapter 2.
Delimitations o f the Study
This study was delimited to the student teachers of a midwestem metropolitan 
university during the Spring 2003 student teaching semester. As a staff member of this 
university, the researcher had access to this population.
Furthermore, this study was delimited to undergraduate student teachers 
completing their first student teaching semester. Graduate students required to complete 
student teaching or practicum semesters often have prior teaching experience. As a 
result, the study was delimited to undergraduate student teachers and excluded those 
graduate students and undergraduates completing their second student teaching semester.
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Limitations o f the Study
There were three limitations of this study. First, the midwestem metropolitan 
university selected for this study suggested (to cooperating teachers, university 
supervisors, the student teachers) a timeline of transferring classroom responsibilities; 
however, not all student teachers assumed full-time classroom responsibility at the same 
point during the student teaching semester. Varying competency levels of student 
teachers, varying personalities of cooperating teachers, and varying classroom dynamics 
too numerous to address in this study may have impacted when a student teacher took 
full-time responsibility of the classroom. The responses of student teachers may have 
been affected by whether or not they had yet gained full-time responsibility of the 
classroom. This created a potential limitation of the study, particularly at the point of the 
second survey.
A second potential limitation concerned the honesty of student responses. Student 
teachers completing the surveys were told that their responses were confidential and non- 
evaluative in nature. Certainly, every effort was made to protect the confidentiality of the 
respondents. However, the researcher was a staff member of the university in which the 
student teachers were enrolled. As a result, students may have feared an evaluation or 
judgment of their responses and thus, may not have reported true levels of stress.
A third potential limitation was the variability in length of student teaching that 
was required by the selected university and other institutions and entities. The university 
selected for this study had a 16-week student teaching experience. Other teacher 
education institutions in the Midwest, other areas of the United States, and/or other
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countries have teacher preparation programs in which the student teaching component 
may be either shorter, or longer, than the selected university’s student teaching semester. 
Generalizations to other student teachers may be limited to those student teachers who 
have student teaching semesters similar in length to that of the selected university’s 
student teaching experience.
Definitions o f Terms
Student teaching was defined as the preservice clinical practice for those 
candidates preparing to become teachers in which both the university and the K-12 
school unit help teacher candidates “develop their knowledge, skills and dispositions” 
(NCATE, 2002, p. 25). This experience is, depending on the individual institution and 
particularly the country in which the candidate lives, also referred to as a practicum.
Student teaching semester was defined as the semester in which a student teacher 
is placed, by the teacher preparation institution and under the supervision of that 
institution, in a specific classroom with a designated cooperating teacher. The student 
teaching assignment for elementary, middle level, and secondary candidates at the 
midwestem university selected for this study was 16 weeks.
At the selected university, student teachers completing multiple endorsements 
completed two or more separate 16-week assignments, one for each endorsement. For 
purposes of this study, these students were surveyed only if they were completing their 
first student teaching semester.
Again, at the selected university, K-12 art, K-12 music, and K-12 physical 
education student teachers completed two separate 8-week student teaching assignments,
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one at the elementary level and one at the secondary level. For purpose of this study, 
these students were surveyed immediately prior to their first 8-week assignment, after 
completing the first half of their first 8-week assignment, and again during the last 2 
weeks of their first assignment.
Student teacher was defined as the novice, preservice teacher apprentice who, 
while still being a student and under the supervision, direction, and evaluation of 
experienced professionals (cooperating teacher and university supervisor), was situated in 
the context of a K-12 classroom setting with responsibility to learn how to think and act 
like a teacher while orchestrating the teaching, learning, and interactions of a K-12 
classroom (Feiman-Nemser & Remillard, 1996; Schwebel et al., 1992).
Certification levels were defined as the grade levels that student teachers would 
be certified to teach after completion of their teacher preparation program. The different 
levels used in this study were: (a) elementary (kindergarten through 8th grade),
(b) middle level (4th through 9th grade), (c) secondary (7th through 12th grade), and 
(d) K-12 (kindergarten through 12th grade).
Cooperating teacher was defined as the K-12 teacher, employed by the school 
district, whose responsibilities to the student teacher included serving as a mentor, role- 
model, coach, and evaluator but whose primary responsibility was to protect the interests 
of the elementary or secondary students in his or her (the cooperating teacher’s) 
classroom (Schwebel et al., 1992).
University supervisor was defined as the employee (most often a faculty member 
or graduate student) of the teacher preparation institution who periodically observed the
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student teacher in the classroom. The university supervisor’s responsibilities to the 
student teacher were to provide professional feedback based on the classroom 
observations, assist the student teacher in resolving problems, serve as a confidante or 
support person, and in some situations, lead seminars of small groups of student teachers 
(Schwebel et al., 1992).
Stress was defined as a response to environmental demands resulting in feelings 
of disequilibrium (Jex, 1998; Lazarus, 1995; Murray-Harvey et al., 2000; Weiman,
1986). Throughout the literature on student teaching this phenomenon was referred to as 
stress, concern, and/or anxiety. After reviewing and analyzing the literature on student 
teacher stress, it was apparent that the terms were used interchangeably.
Stages o f concern as outlined by Fuller (1969) included:
Pre-teaching phase of “non-concern” where student teachers, prior to reporting to 
their classrooms, report concerns that are “amorphous or vague,” and the student teachers 
often are unaware about potential concerns (Fuller, 1969, p. 219).
Early-teaching phase of concern where student teachers are focused primarily on 
two areas: themselves (self-concems) and teaching tasks and student behavior (task 
concerns) (Fuller, 1969). The first area includes student teachers’ concerns about being 
liked by cooperating teachers, university supervisors, students, and others. The second 
area, task concerns, include how adequate the student teachers feel they are in terms of 
classroom control, lesson plans, and content knowledge (task concerns) as well as how 
they are be able to meet the complex demands of student teaching. It is important to note
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that during this phase the focus remains on the student teacher’s “own actions rather than 
on students’ learning” (Campbell & Wheatley, 1983, p. 61).
Late-concern phase of concern where student teachers are focused primarily on 
how their teaching affects their students’ learning and their students’ individual needs 
(Campbell & Wheatley, 1983; Fuller, 1969).
Significance o f the Study
This study contributes to research, practice, and policy. It is of significant interest 
to teacher preparation institutions and faculty, K-12 educators, state education officials, 
and student teachers themselves.
Contribution to research. After reviewing the literature, the researcher found 
there were few studies that addressed the comprehensive list of stressors that are faced by 
student teachers. This study examined multiple areas of stress that included but reached 
beyond classroom instruction, classroom management, and student teacher evaluation. 
The three areas, often ignored in research, but included in this study were:
1. stresses related to balancing personal and professional aspects of life,
2. stresses related to searching for a job, a time-consuming and stressful activity 
in and of itself that occurs, for many student teachers, simultaneously to the 
student teaching semester, and
3. stresses related to meeting personal financial obligations during the student 
teaching semester.
Moreover, this study was comprehensive in both the inclusion of all certification 
levels and content areas of undergraduate student teachers as well as inclusion of data
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from a group of student teachers enrolled in an alternative certification program, a group 
for which there was extremely limited research about stress and student teaching.
Research testing Fuller’s (1969) theory remains inconclusive. Studies have often 
found evidence of the early-phase concerns. However, few studies have specifically 
examined concerns prior to student teaching in light of Fuller’s (1969) developmental 
model’s pre-teaching phase of non-concem or have found evidence of a progression to 
the late-concem phase (Hynes-Dusel, 1999; Smith, 2000).
Capel (1997), in her study of British student teachers, did find evidence 
supporting a progression to the late-concem phase. However, these late-concems were 
only evident in the second of the two student teaching experiences required for the 
subjects in her study. Similarly, Guillaume and Rudney (1993) also found evidence of 
the late-concem phase in a qualitative study of 19 student teachers in a 5-year teacher 
preparation program that included a year-long student teacher experience.
This study examined the extent to which pre-teaching phase concerns were 
evident and to what extent student teachers progressed through Fuller’s (1969) model of 
teaching concerns during a traditional 16-week (one semester) student teaching 
experience.
Contribution to practice. The results of this study can assist those professionals 
who interact with student teachers both prior to and during the student teaching semester. 
Teacher education faculty as well as university student services staff can gain insights 
that help them design programs that better prepare student teachers for and support 
student teachers during the student teaching semester.
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Cooperating teachers and university supervisors can gain an increased 
understanding of both the stresses faced by student teachers and the socialization process 
through which student teachers begin their transition from being a student to being a 
teacher. This increased understanding may encourage cooperating teachers and 
university supervisors to adjust practices relating to or expectations of the student 
teachers, making the student-to-teacher transition less stressful for student teachers. 
Hopefully, the decreased stress of student teaching may then help to retain teacher 
candidates in the teaching profession (Gold, 1985; Greer & Greer, 1992).
Finally, insights can enlighten teacher education students and student teachers 
regarding the student teaching semester, an experience that, although often highly 
anticipated, may also be considerably clouded in rumors and speculations of “what it is 
really like.” This knowledge will help them enter the student teaching semester with a 
greater understanding of what potential stressors they may encounter during the semester 
and, once they are in their student teaching assignment, a reassurance that they are not the 
only student teacher to experience stress (Briggs & Richardson, 1992; Schwebel et al., 
1992).
Contribution to policy. The policies encompassing student teachers are generated 
from several entities. State departments of education mandate minimum length and other 
requirements of student teaching, universities have entire policy handbooks regarding 
student teachers, and K-12 school districts often have their own set of policies regarding 
student teachers. With estimates that approximately 30% of teachers leave the teaching 
profession within 5 years of entering the field, teacher recruitment and retention issues
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are much discussed and debated issues (Archer, 1999). Institutions that make and 
enforce policy need current and comprehensive information regarding the student 
teaching experience. An increased understanding of student teaching and student 
teachers may suggest or adjust policies that can lead to possible increases in recruitment 
and retention of teaching professionals (Archer, 1999; Gold, 1985; Greer & Greer, 1992). 
Outline o f the Study
The literature review relevant to this study is presented in Chapter 2. This chapter 
reviews literature regarding the many stresses of student teaching. Chapter 3 describes 
the research design, methodology, and procedures that were used to gather and analyze 
the data of this study. Chapter 4 reports the research findings, and Chapter 5 includes the 
researcher’s analysis of the findings.
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Chapter 2 
Review of the Literature 
The literature review contained three main areas: (1) a general overview of stress 
related to student teaching, (2) a description of areas of stress experienced during student 
teaching, and (3) a review of the impact of stress during student teaching. Supporting 
research regarding occupational stress was interwoven into the three aforementioned 
areas of research. The research from these main areas provided a basis for both the 
questions that guided this research study and the development of the Comprehensive 
Stress Survey for Student Teachers survey instrument.
Stress and Student Teaching 
Many would say student teaching is a milestone, and few would argue. However, 
it is important to establish that student teaching is not a static singular event but rather a 
dynamic socialization process. It is the transition from being a student to being a teacher. 
It has been described as a massive transition for the student teacher, a move from the 
“academic grind through school and university to a practical course involving 
relationships with children” (Lacey, 1977, p. 79). Student teachers themselves report the 
importance and significance of the experience describing the meaningfulness of student 
teaching by making statements such as, “My whole life depends on it” (Romeo, 1987, 
p. 44).
The student teaching process and its accompanying stress was found to be neither 
a recent nor localized phenomenon; the stress of the student teaching experience has been 
researched and documented throughout past decades and in different geographical
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locations. The stress of student teaching was also not found to be limited to one 
certification level or content area, gender, age group, or ethnic group of student teachers.
Student teachers are acutely aware of both the importance and stress of student 
teaching. Student teachers have recorded in journals their feelings that student teaching 
is extremely valuable but also the most stressful component of their teacher education 
program (Briggs & Richardson, 1992; MacDonald, 1992).
Stress and the Socialization Process
The complex socialization process encompassed in the student teaching 
experience, at times referred to as transition shock, transitions a student teacher through a 
variety of key experiences: the learning of basic knowledge and skills; the acquisition of 
the many values, sensitivities, customs, and attitudes pervasive within the occupation of 
teaching; the indoctrination to work organizations and bureaucracies; and the 
development of a new and different perspective of the classroom. As a result of the 
socialization process the student teacher acquires the perspective of being a teacher rather 
than a student in the classroom environment (Corcoran, 1981; Lacey, 1977; Lawson, 
1986). This socialization starts as a series of “firsts,” a first meeting with the cooperating 
teacher, a first lesson taught, a first visit to the lunchroom, and many other firsts 
(Schwebel et al., 1992). The socialization process continues throughout student teaching 
and should continue into the first several years of teaching (Howey & Zimpher, 1996).
The literature indicates that the transitions of student teaching require student 
teachers to make role adjustments on both personal and institutional levels (MacDonald, 
1993; Smith, 2000). Role adjustments described by one British student teacher as,
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“You’re not one thing or another.... And I can’t shift my role fast enough” (Duncan, 
2000, p. 468). Role adjustments and changes often lead to role ambiguity, and role 
ambiguity is a known occupational stressor (Beehr, 1998; Havlovic & Keenan, 1995;
Jex, 1998).
Furthermore, the research indicates that the student teacher receives information 
about his or her role from both the cooperating teacher and the university, information 
that can and often does conflict (Cole & Knowles, 1995; Zeichner & Tabachnick, 1981). 
Head and Hill (1996) quoted another British student teacher describing these split 
loyalties, “I feel tom between what the school teachers think the college staff are up to. I 
feel like a piggy in the middle” (Results section, para. 14). This leads to role conflict, 
another known occupational stressor (Jex, 1998).
Because of the scope, intensity, and pace of the student teaching semester, it was 
not surprising that Fuller’s (1969) theory centered on the developing concerns of student 
teachers. Research indicated that as student teachers progress through this dynamic 
socialization process, the concerns they experience change (Fuller, 1969; Guillaume & 
Rudney, 1993; Hynes-Dusel, 1999; Sinclair & Nicoll, 1980; Travers et al., 1952). 
Historical and Geographical Evidence o f the Stress o f Student Teaching
Historical accounts of student teaching stress in a 1932 British study as well as in 
several studies conducted in the United States throughout the 1960s were included in 
Fuller’s (1969) meta-analysis of literature. Likewise in the United States, student 
teachers reported stress regarding the areas of classroom discipline and the “desire to be 
liked by the pupils” as early as the 1950s (Travers et al., 1952, p. 374). The research and
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evidence of student teaching stress continue to the present. In one study, student teachers 
gave a mean ranking of student teaching stress of 7.63 on a 10-point scale in the 
1997-1998 school year (Clement, 1999). In addition, a comprehensive study conducted 
in Australia between 1996 and 1998 showed multiple areas of student teacher stress 
(Murray-Harvey et al., 2000).
Student teaching may differ between institutions, states, and countries. However, 
the experience of having a classroom assignment in which a teacher candidate is placed 
into a teaching role as part of his or her teacher preparation program has been shown to 
be stressful in locations other than the United States. Stress in student teaching has been 
documented in Great Britain (Capel, 1997; Duncan, 2000; Head & Hill, 1996; Maguire, 
2001; Morton et al., 1997), Australia (Gale & Jackson, 1997; Murray-Harvey et al., 2000; 
Sinclair & Nicoll, 1980), and Canada (MacDonald, 1992, MacDonald, 1993; Morton 
et al., 1997).
Stress in Different Student Teaching Classrooms
Just as the stress of student teaching crosses geographical borders, it also crosses 
certification levels and content areas (Bowers, Eichner, & Sacks, 1983). Schwebel et al. 
(1992) speculated that the stress differed between elementary, middle, and high school 
student teachers but emphasized it was common for all student teachers to have concerns. 
Bluntly stated, “Student teachers who have no concerns had better get their pulse 
checked!” (Schwebel et al., 1992, p.18). Research examining student teacher stress 
found that student teaching is stressful for elementary teachers (Abede & Shaughnessy, 
1997; Briggs & Richardson, 1992; Clement, 1999; Guillaume & Rudney, 1993; Hunter-
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Boykin & Thompson, 1993; Sinclair & Nicoll, 1980; Sullivan, 1979; Thompson, 1963), 
middle school teachers (Abede & Shaughnessy, 1997; Clement 1999), and high school 
teachers (Abede & Shaughnessy, 1997; Capel, 1997; Clement, 1999; Davis, 1990; Head 
& Hill, 1996; Hunter-Boykin & Thompson, 1993; Sullivan, 1979; Thompson, 1963).
Although stress has been found in all grade levels, the research has produced 
mixed results in terms of the amount of stress experienced by student teachers at different 
grade levels. For example, significant differences between elementary, middle, and high 
school levels were not indicated by Bowers et al. (1983). Likewise, Paese and Zinkgraf 
(1991) found no significant differences in regard to stress factors between elementary and 
secondary physical education student teachers. In contrast, in a study of British and 
Canadian student teachers, Morton et al. (1997) found increased anxiety for student 
teachers assigned to first and second grade classrooms and reported that anxiety of 
student teachers increased as grade level decreased.
Research into specific content areas has been less comprehensive. However, 
Davis (1990) reported stress in secondary student teachers in a wide variety of content 
areas. Additionally, in a study of 246 student teachers Bowers et al. (1983) found that the 
“differences in concerns expressed were minimal” (p. 22) among majors. Research 
conducted with student teachers in physical education (Capel, 1997; Hynes-Dusel, 1999), 
technology education (Murwin & Matt, 1990), and math education (Campbell & 
Wheatley, 1983) indicated that the experience in all three content areas was stressful. In 
a qualitative study, a secondary math teacher described being unable to hold back tears 
after receiving a “landslide of criticism from her cooperating teacher” (Jelinek, 1986,
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p. 3). A British study found that science teachers reported additional stress from what 
they perceived to be a heavy workload. The workload for science teachers was 
intensified because of laboratory requirements and preparations as well as the 
organization of Britain’s national science curriculum that requires science teachers to 
instruct in all areas of science (Head & Hill, 1996).
Gender and Stress in Student Teaching
Research findings on the differences of student teaching stress as experienced by 
males and females have been varied. Bowers et al. (1983) found no significant gender 
difference. But other studies found a significant difference between genders, with 
females reporting higher anxiety (Head & Hill, 1996; Morton et al., 1997; Thompson, 
1963). Interestingly, females’ stress was reduced as they spent more time in the 
classroom, leading the researchers to surmise “what males attain through informational 
input, females attain by informational input plus experience” (Morton et al., 1997, p. 80). 
Head and Hill (1996) also found men who were not in long-term personal relationships 
experienced more stress than those men who were in long-term personal relationships. 
The Australian study of Murray-Harvey et al. (2000) did not find a significant main effect 
for gender but did find that stress decreased for both men and women between their first 
and second practicum (each practicum being an 8-week assignment).
Although past research has shown that both men and women experience stress 
during the student teaching semester, the type of stress they found to be most important 
differed. Specifically, men reported more stress related to role disagreements between 
themselves and the cooperating teachers, whereas women reported more stress related to
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personality differences between themselves and the cooperating teacher (Sorenson & 
Halpert, 1968). A British study on workplace “bullying” in schools also found that more 
female (45%) than male (11%) student teachers felt stress from what they perceived to be 
the uncomfortable relationships and environments inherent in student teaching (Maguire, 
2001).
Research in occupational stress comparisons between males and females has also 
shown varied results. Some research has indicated that men and women experience and 
perceive workplace stress similarly (Di Salvo, Lubbers, Rossi, & Lewis, 1995; Summers, 
DeCotiis, & DeNisi, 1995). However, other research indicated that “gender is extremely 
important in determining how different workplace stressors are perceived” (Spielberger 
& Reheiser, 1995, p. 66). Similar to the student teacher findings of Sorenson and Halpert
(1968), the occupational stress findings of Di Salvo et al. (1995) found that men and 
women report different sources of stress. Specifically, men reported more stress related 
to unpleasant work demands and the attitudes and behavior of other people. Women, 
however, reported more stress related to workload and power issues.
Age and Stress in Student Teaching
The research on age and its relationship to stress in student teaching has been very 
inconclusive. Several studies indicated the stress experienced during student teaching did 
not differ by age of the student teacher (Bowers et al., 1983; Head & Hill, 1996; Murray- 
Harvey et al., 2000). The basis of student teacher concerns was found to be quite similar 
across age levels in each of these studies. Student teachers, regardless of age, reported 
being concerned regarding their own lack of teaching experience, the problems they had
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observed before beginning their student teaching semester, and the of problems brought 
to their attention by current teachers. However, only the youngest group reported lack of 
experience as the primary basis of concern (Briggs & Richardson, 1992).
On the other hand, Maguire’s (2001) research on “bullying” among adults in 
schools showed younger teacher trainees reporting “bullying” and the stress associated 
with this type of behavior more often than older trainees. Additionally, Briggs and 
Richardson’s (1992) research on the influence of college professors’ evaluations showed 
this to be a more influential source of concern for younger than older student teachers.
Other studies described mixed findings. Duncan’s (2000) qualitative study gave 
examples of mature student teachers describing both more stress in some areas and less 
stress in other areas than their younger counterparts. Occupational stress research related 
to age also reported various findings. Physical, cognitive, and emotional changes 
associated with age may reduce a person’s ability to face workplace stress. However, the 
experience and maturity that accompany age may help to mitigate stressors (Jex, 1998; 
Schabracq, 1998).
Ethnicity and Stress in Student Teaching
Scarce research was available regarding stress across various ethnic groups of 
student teachers. Head and Hill (1996) found that students from ethnic minorities did not 
report higher than average levels of stress. In a study of African-American student 
teachers in urban school settings, the areas of highest stress included in descending order: 
(a) discipline, (b) cooperating teacher relationships, (c) unmotivated students,
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(d) lecturing and presenting material, and (e) power debates with students (Hunter- 
Boykin & Thompson, 1993).
There was also a dearth of research regarding ethnic, racial, or cultural influences 
on stress in the literature regarding occupational stress. This absence was of such 
magnitude it was repeatedly raised as a concern by well-known researchers in the area of 
occupational stress (Lazarus, 1995; Maslach, 1998).
In summary, the process of the student teaching experience was found to be 
predisposed to stress. The role ambiguity and role conflict of the socialization transition 
created many potential areas of concern, anxiety, and stress. Furthermore, these 
concerns, anxieties, and stresses appeared to cross historical, geographical, and 
demographical boundaries.
Areas o f Stress Experienced During Student Teaching 
Because of the complexity of classroom teaching, teachers and subsequently, 
student teachers are required to fill multiple roles. These multiple classroom roles 
include disciplinarian and instructor, professional roles related to curriculum and 
research, as well as roles taken in context of parent-teacher relationships (Lacey, 1977). 
Add to these roles the unique complication faced by the student teacher who is required 
to be both a student and a teacher, it is not surprising that the many roles involved in 
student teaching may lead to role overload, another known contributor to occupational 
stress (Davis, 1990; Jex, 1998).
Student teaching is a multifaceted experience combining elements related to the 
students and classroom instruction of students, supervision and evaluation, and a number
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of other areas, including self-expectations and interactions with other professionals. As 
one student teacher summarized, “I’m excited, anxious, and a little scared. I wonder if I 
can be a real teacher to them, someone who they will accept as the equal of their own 
teacher. I also wonder if the teachers at the school will respect me” (Schwebel et al., 
1992, p. 10). Each of these areas contains multiple subsets of potential stressors.
Personal and family concerns, financial concerns, and job searching concerns have been 
identified as other potential stressors.
Stress Related to Student and Classroom Concerns
Stress related to student and classroom concerns was examined in several 
subcategories. These subcategories included classroom discipline, instruction, student 
rapport and motivation, parents, and workload.
Classroom discipline. There were several subcategories of student and classroom 
concerns, one of which was classroom discipline. Whether referred to as classroom 
management, classroom control, or classroom discipline, the stress associated with this 
issue fell into the early phase of student teacher concerns, specifically the overt concerns 
of this phase (Fuller, 1969). In her analysis of past research, Smith (2000) found 
discipline to be the most prevalent problem cited by student teachers. Consistently, both 
qualitative and quantitative studies have repeatedly found classroom discipline to be one 
of the most frequently cited areas of stress and/or the area of stress that was rated most 
highly in terms of level of stress (Abede & Shaughnessy, 1997; Clement, 1999; Davis, 
1990; Guillaume & Rudney, 1993; Hunter-Boykin & Thompson, 1993; MacDonald, 
1993; Morton et al., 1997; Murray-Harvey et al., 2000; Murwin & Matt, 1990; Romeo,
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1987; Schwebel et al., 1992; Sorenson & Halpert, 1968; Sullivan, 1979; Travers et al., 
1952; Womack, 1983).
The intensity of these stresses was articulated in a quote by a student teacher,
“This third grade were [sic] chaotic. They couldn’t listen. They were not wrecking 
anything, just wrestling, punching, not really hurting anything. We screamed at them and 
couldn’t hear ourselves” (Sinclair & Nicoll, 1980, p. 10). However, there was evidence 
that concerns regarding classroom management were highest immediately prior to student 
teaching and those concerns decreased as student teachers developed a more custodial or 
authoritarian role in regard to classroom discipline (Jones, 1982; Sinclair & Nicoll, 1980; 
Templin, 1979).
Instruction. Another subcategory of student and classroom concerns was 
instructional issues including lesson planning and instructional techniques. The 
importance of these to student teachers was exemplified in this student teacher quote, 
“The kids really loved the lesson. I was really pleased. I’d taught them a new skill that 
they really wanted to learn” (Sinclair & Nicoll, 1980, p.10). Fuller (1969) admitted it is 
often difficult to distinguish between the early teaching phase and the late concern phase. 
The instructional concerns found in the literature could be classified as either, with 
classification being dependent on what was the underlying source of concern. If the 
concerns were based on needs of the student teacher (self and task concerns), they would 
be early-teaching phase concerns; however, if the concerns were based on the student 
teacher’s impact on pupils (impact concerns), they would be in the late-concem phase 
(Fuller, 1969).
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Student teachers felt anxiety regarding their lessons, including the instructional 
methods, content, and materials that they selected for use (Abede & Shaughnessy, 1997; 
Clement, 1999; Guillaume & Rudney, 1993; Hunter-Boykin & Thompson, 1993; Murwin 
& Matt, 1990; Romeo, 1987; Sinclair & Nicoll, 1980; Schwebel et al., 1992; Smith,
2000; Sullivan, 1979; Womack, 1983). Unsuccessful lessons increased anxiety, and 
unsurprisingly, successful lessons contributed to student teacher confidence. In contrast 
to the previous optimistic quote, another student teacher stated, “I realized they weren’t 
happy with it. I was upset, I was not relating to them. After the lesson I was in tears” 
(Sinclair & Nicoll, 1980, p. 10).
Student rapport and motivation. In addition, student teachers were concerned 
about their relationship with their students. Student teachers wanted to be able to build 
rapport with and motivate their students. The student teachers wanted their students to 
like them, which student teachers saw as a likely step in establishing rapport and 
motivation (Clement, 1999; Davis, 1990; Guillaume & Rudney, 1993; Hunter-Boykin & 
Thompson, 1993; Murwin & Matt, 1990; Schwebel et al., 1992; Sinclair & Nicoll, 1980; 
Sorenson & Halpert, 1968; Travers et al., 1952).
Student teachers were also concerned about meeting the needs of all students 
(Clement, 1999; Guillaume & Rudney, 1993; Hynes-Dusel, 1999; Schwebel et al., 1992; 
Sorenson & Halpert, 1968; Sullivan, 1979) and were aware that classroom size impacts 
their ability to do this (Hynes-Dusel, 1999). Furthermore, they were concerned about 
their ability to meet the unique demands and challenges of students with special needs 
(Avramidis, Bayliss, & Burden, 1999; Clement, 1999; Davis, 1990; Hynes-Dusel, 1999;
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Smith, 2000). As described by a physical education student teacher, “All of my classes at 
the elementary school have special education students in them. My cooperating teacher 
had to explain what an I.E.P. was, and how to use the I.E.P. in the planning of activities. 
Up until now I never heard about an I E.P” (Hynes-Dusel, 1999, Results section, para. 
22). Student teachers were also concerned about their ability to “reach” students from 
different ethnic backgrounds other than their (student teachers’) own background 
(Hunter-Boykin & Thompson, 1993).
Parents. Parents were also a subcategory of student and classroom concerns that 
created stress for student teachers, although this concern appeared less frequently in the 
literature than did the discipline and instructional concerns (Abede & Shaughnessy,
1997; Hunter-Boykin & Thompson, 1993; Schwebel et al., 1992; Sullivan, 1979). Based 
on the descriptions of parent concerns found in the literature, these concerns would be 
classified as early-teaching phase concerns (Fuller, 1969).
Workload. The final subcategory of student and classroom concerns considered 
was workload. Research in occupational stress identified both objective workload stress 
(number of hours, projects, or tasks) and subjective workload stress (based on worker 
perceptions of both quantity and quality of work) (Jex, 1998). Student teachers 
experienced both objective and subjective workload stress.
Student teachers reported concern about overall workload (Davis, 1990; 
Guillaume & Rudney, 1993; Murray-Harvey et al., 2000) as well as a variety of specific 
objective workload issues including the amount of work required to prepare for lessons 
and grade student work, the workload of their cooperating teacher, and the long working
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hours required during student teaching. On a more subjective level, the workload was 
vividly described by one student teacher. “Sometimes teachers are asked to do the 
impossible.. .teaching is a lot of work.. .between managing class behavior, paperwork, 
and getting the students to understand (or want to try) the work, there isn’t much time left 
for lesson planning” (Guillaume & Rudney, 1993, p. 73). As described in the literature, 
workload concerns were classified as early-teaching phase concerns (Fuller, 1969).
As reflected in the above quote, student teachers reported anxiety related to not 
having adequate time to fully prepare for lessons or to become acquainted with the 
material they would be teaching (Guillaume & Rudney, 1993; Hynes-Dusel, 1999; 
Sinclair & Nicoll, 1980). Student teachers also reported needing more time to spend with 
their cooperating teacher. This time would, in the minds of the student teachers, have 
relieved some of the stress related to lesson planning and evaluation. However, the 
student teachers voiced concern that the workload of both the student teacher and 
cooperating teacher often prevented this from happening (Guillaume & Rudney; 1993; 
Hynes-Dusel, 1999; MacDonald, 1992; Sullivan, 1979).
Student teachers also experienced objective workload stress related to the scope 
of the workday during the student teaching semester. Student teachers reported stress 
regarding the early hours, the number of hours spent in their classrooms and buildings, 
the number of hours spent preparing lessons at home, and extra duties, such as bus and 
lunchroom duty (Clement, 1999; Hynes-Dusel, 1999; Sinclair & Nicoll, 1980; Sullivan, 
1979).
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Finally, student teachers had concern regarding the university assignments they 
were to complete. These assignments were a stressful addition to their already intense 
workload (Clement, 1999; MacDonald, 1993). A student teacher wrote in her journal, “I 
am burnt out yet I have no time to rest. If I can‘t have rest, why do they keep piling on 
assignments” (MacDonald, 1993, p. 412).
In summary, concerns related to student and classroom issues created stress for 
student teachers. Discipline, instruction, student rapport and motivation, parents, and 
workload were all identified as subcategories of stress in the area of student and 
classroom issues.
Stress Related to Supervision and Evaluation
Much of the research on student teaching stress was focused on the interactions 
between the student teacher and cooperating teacher and the interactions between the 
student teacher and university supervisor. Often, both the university supervisor and 
cooperating teacher have evaluative roles (Schwebel et al., 1992). The evaluative process 
was stressful to student teachers, reportedly more stressful than the student teachers’ own 
evaluation and assessment of students in the K-12 classroom (Clement, 1999). The 
student teacher, cooperating teacher, and university supervisor form a unique triad that 
created a number of concerns for student teachers. These concerns, classified by Fuller’s 
(1969) developmental theory would be early-teaching phase concerns, specifically what 
Fuller termed as covert concerns.
Stress related to the student teacher and cooperating teacher interactions. The 
importance of this apprentice-master relationship is repeatedly emphasized to student
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teachers. It is often described as “the foundation on which a successful student-teaching 
experience is built” (Schwebel et al., 1992, p. 33). Within this relationship, the 
cooperating teacher has many roles. He or she is charged with introducing the student 
teacher to the classroom, serving as a role model, providing the student teacher 
opportunities to practice the craft of teaching, giving the student teacher feedback, 
working in cooperation with the university, and ultimately but simultaneously, ensuring 
that the children in his or her classroom continue to learn (Schwebel et al., 1992).
Within the research, the relationship was reported as a source of stress by student 
teachers (Abede & Shaughnessy, 1997; Davis, 1990; Hunter-Boykin & Thompson, 1993; 
Murwin & Matt, 1990; Romeo, 1987). Interestingly, the cooperating teachers did not 
view the relationship as a source of stress. In fact, cooperating teachers commented that 
they had not even considered the student teacher-cooperating teacher relationship until 
they were asked to reflect on the relationship (Gale & Jackson, 1997).
This relationship, however, is fraught with specific stressors for the student 
teacher, many resulting from differences in philosophies, personalities, and teaching 
methods (Clement, 1999; Sinclair & Nicoll, 1992; Sorenson & Halpert, 1968). Student 
teachers felt that their experimentation and freedom in the classroom were limited by 
their need to conform to the teaching routines and styles of the cooperating teacher 
(MacDonald, 1992; Templin, 1979).
Often student teachers felt the need to compromise their ideals in order to 
maintain harmony with or please the cooperating teacher (Corcoran, 1981; Guillaume & 
Rudney, 1993; Hynes-Dusel, 1999; Jelinek, 1986; Jones, 1982; MacDonald, 1993; Smith,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
32
2000; Sullivan, 1979). However, students gained confidence in their abilities and felt 
more willing to use their own teaching style as the student teaching semester progressed 
(Guillaume & Rudney, 1993).
Cooperating teachers are aware of the pressure to conform, and may 
subconsciously or even consciously demand the conformity. Even though the 
cooperating teacher may state that he or she would give the student teacher some level of 
autonomy or freedom this may be a “false autonomy” (Templin, 1979, p. 489). This was 
clearly articulated in the words of a cooperating teacher who said,
I like to let the student teacher, if I tmst him, to take over, but I expect certain 
things. The biggest thing is discipline.. .discipline the way we want it. We have 
our program and I expect him to follow it. (Templin, 1979, p. 489)
Another area of stress related to the student teacher and cooperating teacher 
interaction is role confusion. Mac Donald’s (1992,1993) research, found that student 
teachers were confused about the role of the cooperating teacher and had many questions 
regarding the role of the cooperating teacher. Was the cooperating teacher a mentor, 
evaluator, coach, or model? Should the relationship be warm and friendly or respectful 
and professional? What level of socializing with the cooperating teacher outside of the 
classroom was acceptable?
One of the primary roles assigned to the cooperating teacher is that of evaluator. 
This evaluative role was identified as an area of stress for student teachers (Bowers et al., 
1983; Capel, 1997; Morton et al., 1997). One student teacher described this component 
of the relationship as the cooperating teacher having student teachers “over the barrel”
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(MacDonald, 1993, p. 411). On one hand, student teachers felt the evaluations were 
often overemphasized by the cooperating teacher and the evaluation forms were unfair, 
but on the other hand student teachers also reported stress from inadequate or little 
feedback from cooperating teachers (MacDonald, 1992,1993).
Initially, student teachers were so concerned about their evaluation that they 
conformed to the methods and styles of the cooperating teacher. This conformity and its 
connection to evaluation may be important not just in the perceptions of student teachers 
but also in the perceptions of cooperating teachers who encourage or demand conformity. 
For example, one cooperating teacher was quoted as saying, “He’s done things exactly 
the way I’ve wanted him to do. That’s a good sign for him” (Templin, 1979, p. 490). 
However, as student teachers gained confidence, they became less accepting of the 
feedback and criticism of the cooperating teacher (Guillaume & Rudney, 1993).
Communication issues also impact stress (Guillaume & Rudney, 1993). Student 
teachers felt unsure about the cooperating teachers’ expectations for them (Duncan, 2000; 
MacDonald, 1992,1993). Not only were student teachers unclear about the cooperating 
teacher expectations, the student teachers often did not feel comfortable asking for 
clarification or explanation (MacDonald, 1993; Sinclair & Nicoll, 1980). Duncan (2000) 
found that the student teachers who were unclear about their cooperating teachers' 
expectations were able to make clear transitions into their student teaching role by being 
“active cue seekers” rather than by asking for clarification (p. 468).
Head and Hill’s (1996) British study found extreme stress related to cooperating 
teachers. Student teachers reported that cooperating teachers seemed disinterested in
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them or gave them the difficult classes that the student teachers felt the cooperating 
teacher did not want to teach. Likewise, MacDonald (1992) reported student teachers 
who felt “suffocated” in their placements and described those placements as “shameful” 
(Conformity versus Freedom section, para. 6).
The interactions between the student teacher and cooperating teacher were a 
source of stress reported in past research. Differences between the individual teaching 
styles or philosophies of student teachers and their cooperating teachers and role 
confusion, evaluation, and communication issues all created potential stressors for 
student teachers.
Stress related to the student teacher and university supervisor interactions. A 
second relationship regarding supervision and evaluation exists between the student 
teacher and university supervisor. University supervisors are “third-party mentors” 
whose supervisory functions include observing classroom lessons, solving problems, 
leading seminars, and providing support or a sympathetic ear to the student teacher 
(Schwebel et al., 1992, p. 62). Despite the intended supportive role of the university 
supervisor, the relationship between student teacher and the university was a source of 
several concerns and stressors for student teachers included in past research.
Sinclair and Nicoll (1980) found that student teacher stress was not due to their 
overall relationship with the university supervisor, but rather was due to the specific act 
of evaluation by the university supervisor. Student teachers resented the evaluative role 
of the supervisor. Still others felt uncertainty and stress regarding how they would be 
graded, expectations of the university supervisor, and what the university supervisor
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would consider in their evaluations of the student teachers (Clement, 1999; Cole & 
Knowles, 1995; Hynes-Dusel, 1999; Murray-Harvey et al., 2000).
The classroom observations completed by the university supervisor were reported 
by the student teachers as being stressful events (Abede & Shaughnessy, 1997; Hunter- 
Boykin & Thompson, 1993; Murray-Harvey et al., 2000; Romeo, 1987). Cole and 
Knowles (1995) provided a poignant example,
My nervousness increased to a level that I had never experienced before. I taught 
the lesson, leaving out the important conclusion in my haste to simply be done 
with it... I failed myself, but more importantly, my students. They deserved 
better than that stammering disjointed nonsense when they and I had done so 
much better before.. .The irony of that fear is that it resulted in my being stiff and 
anxious and muted the joy and excitement that is inherent in teaching, (pp. 50-51) 
Other student teachers felt the classroom observations were simply a ritual rather than an 
opportunity for meaningful feedback, and yet other student teachers resented the extra 
work they invested in the lesson to be observed by the university supervisor (Clement, 
1999; Gale & Jackson, 1997; Sinclair & Nicoll, 1980).
To summarize, despite the supportive purpose of the university supervisor, the 
interactions between supervisor and student teacher are stressful. Evaluation forms, 
unclear expectations, and observations by the university supervisors all were identified as 
potential areas of stress for student teachers.
Stress related to university and K-12 environment interactions. As established 
earlier, student teaching is a transition from being a student to being a teacher. As a
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result, there is a unique interaction between the two settings that influences a student 
teacher. During this transition, student teachers often felt as though they had competing 
loyalties between the university (the student role) and the K-12 environment (the teacher 
role); they felt as though they were in a state of limbo (Guillaume & Rudney, 1996; Head 
& Hill, 1996; Sinclair & Nicoll, 1980; Smith, 2000; Zeichner & Tabachnick, 1981).
One student teacher lamented that the university had been structured, perhaps too 
structured, and now in her student teaching role she needed to be able to work without 
such structures. As she described, “There is a difference between ‘the halls of ivy’ and 
‘the real world.’ In the real world, people are expected to be self-directed with a 
minimum of supervision” (Cole & Knowles, 1995, p. 49). These competing roles and 
patterns of behavior can paralyze the student teacher, making him or her unsure of whom 
to turn to for assistance (Corcoran, 1981).
Student teachers also reported receiving conflicting information and suggestions 
from their cooperating teacher and their university supervisor. For example, a student 
teacher described the following incident regarding classroom noise levels. “I’d done 
what the teacher suggested because it’s her class, and later the supervisor said that 
method caused the noise, but then the teacher said the supervisor was wrong, so I got two 
contradictory responses” (Sinclair & Nicoll, 1980, p. 12).
In a related issue, student teachers reported that the student teaching experience 
was artificial, being placed by the university into a K-12 classroom where previously 
established routines and habits were not those of the student teacher. They were also 
aware that, at times, the K-12 schools may not be completely accepting of the student
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teachers, but rather accept student teachers out of obligations or arrangements with the 
university. Student teachers in these situations reported concerns regarding attitudes of 
hostility and disinterest toward the student teacher (Sinclair & Nicoll, 1980). They also 
saw the K-12 school as being in a power position and were concerned that the K-12 
school would be able to withdraw their student teaching placement at anytime (Maguire, 
2001).
In summary, the cooperating teacher, university supervisor, and student teacher 
form a triad of interactions during the student teaching experience. All of these 
interactions and resulting relationships (between student teacher and cooperating teacher, 
between student teacher and university supervisor, and between the K-12 school and 
university) along with the perceived artificiality of student teaching can be causes of 
stress and concern for the student teacher.
Stress Related to Other Areas o f Student Teaching
There were several other areas of stress that were evident in the literature. These 
areas included stress regarding self-expectations, interactions with other education 
professionals, personal and family concerns, financial concerns, and job searching 
concerns. These concerns, as described in the literature, would be classified in Fuller’s
(1969) early-teaching phase (self) concerns.
Self-expectations. Student teachers have high expectations for themselves and 
their performance in the classroom. Based on comparisons between themselves and other 
teachers, these expectations were perhaps unrealistic and became a source of stress 
(Murray-Harvey et al., 2000; Sinclair & Nicoll, 1980; Thomson & Wendt, 1995). In fact,
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this was the number one rated area of stress in an Australian study that included 138 
student teachers (Murray-Harvey et al., 2000). Student teachers in Texas also reported 
their lack of skill and knowledge as a source of concern. This concern was reported 
across age groups and across student teacher grade point averages (Briggs & Richardson, 
1992).
Student teachers viewed their student teaching experience as a series of 
experiences, such as interactions with students or individual lessons, in which they (the 
student teachers) either succeeded or failed. When interviewed, student teachers reported 
concern that they were inadequate, incompetent, or a failure (Sinclair & Nicoll, 1980). 
Other student teachers reported that the concern about competency was not only about 
individual events within the student teaching classroom, but they expanded this to also 
be an indication of how well they were prepared to enter the teaching profession 
(Clement, 1999). Ironically, student teachers were faced with feelings of inadequacy or 
insecurity, typical for beginners, while at the same time needing to be decisive, confident, 
and in control in the classroom (Corcoran, 1981).
As student teachers progress through student teaching, their perceptions and 
definitions of effective teaching may change. Prior to student teaching, candidates 
identified areas such as communication, planning, and teaching activities as being 
important indicators of effectiveness. After completing student teaching, candidates 
seemed to define effective teaching in a “more administrative and discipline oriented” 
manner (Arrighi & Young, 1987, p. 126).
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Interactions with other education professionals. While the cooperating teacher 
and university supervisor are the two primary and crucial professional contacts during the 
student teaching semester, interactions and relationships with other professionals are also 
important. The professionals that a student teacher may interact with include the building 
principal, certified teachers and staff, substitute teachers, and classified staff (Guillaume 
& Rudney, 1993; Schwebel et al., 1992).
The building principals most often “operate in the background at least so far as 
the day-to-day life of the student teacher” (Schwebel et al., 1992, p. 108). However, 
building principals are frequently asked to observe and evaluate a student teacher, and 
these evaluations often contribute to employment references. Because of this evaluative 
component, the stresses regarding observations and evaluations by building principals are 
similar to those stresses elicited by the university supervisor’s observations and 
evaluations (Schwebel et ah, 1992).
Working with faculty members other than the cooperating teacher is also stressful 
(Abede & Shaughnessy, 1997). Student teachers reported stress concerning their ability 
to gain the respect of other faculty (Murwin & Matt, 1990). Concern about respect issues 
goes beyond simply being in the role of a student teacher; it expands into judgments of 
content areas. Hynes-Dusel (1999) found that physical education student teachers sensed 
a lack of respect of their discipline by other faculty members. In addition, some student 
teachers were encouraged, in an effort to expand the student teachers’ perspective, to be 
observed by other teachers (Schwebel et ah, 1992). Despite the altruistic motivation of 
these observations, the observations were reported as stressful (Sullivan, 1979).
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Interactions with substitute teachers, custodians, and secretaries are also important 
for the student teacher (Schwebel et al., 1992). The research findings in this area were 
limited. However, Guillaume and Rudney (1993) found that although student teachers 
wrote infrequently about these relationships, the student teachers’ comments were 
increasingly more negative as the student teaching semester progressed.
Personal and family concerns. As reviewed earlier, student teachers reported 
stress and concern regarding the workload of the student teaching semester. Given this 
stress, it is not surprising that student teachers also reported stress regarding their ability 
to meet personal and family responsibilities while student teaching (Clement, 1999; 
Murray-Harvey et al., 2000). Student teachers vividly described concerns about spouses 
and families in comments such as, “What I remember most about this practicum is late 
nights, chaos at home, my poor husband” (Sinclair & Nicoll, 1980, p. 17).
There was an apparent lack of research in this area of concern for student 
teachers. Of the research cited, two studies were completed outside of the United States 
(Murray-Harvey et al., 2000; Sinclair & Nicoll, 1980). Of these, only one study, Murray- 
Harvey et al. (2000), included a survey item regarding personal and family stressors. In 
Sinclair’s andNicoll’s (1980) research, stress regarding personal and family concerns 
was reported by student teachers in the course of an interview. Furthermore in the one 
study completed in the United States, in which personal and financial concerns were a 
surveyed item, nearly 10% of the subjects expanded their input regarding stress in this 
particular area when asked to complete the open-ended phrase, ‘Student teaching is 
stressful because...’ (Clement, 1999, Methodology section, para. 3).
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Financial concerns. Student teachers are often discouraged from or even 
prohibited from being employed during the student teaching semester. However, 40% of 
student teachers in one study held some type of employment and did so primarily out of 
economic necessity (Ransom, Rekkas, Hughes, Holyfield, & Dykins, 1994). The 
findings of another study indicated that working student teachers experienced stress more 
frequently than did student teachers who did not work during the student teaching 
semester (Davis, 1990).
A British study found that a substantial number of student teachers (one-third of 
male student teachers and one-half of female student teachers) had concerns regarding 
personal finances (Head & Hill, 1996). In two separate studies in the United States, the 
concern regarding financial issues surfaced when student teachers were asked to 
complete open-ended phrases or questions regarding concerns (Bowers et al., 1983; 
Clement, 1999).
Again, there was a lack of research regarding possible stress about financial 
concerns during the student teaching semester. This concern was rarely documented, and 
when it was, it was frequently from unsolicited responses from student teachers.
Job search concerns. During the student teaching semester, most student teachers 
are also completing a job search and state certification requirements. Both of these 
processes include multiple, time-consuming steps. Furthermore, these are often the first 
attempts at a professional job search and professional certification for many student 
teachers (Schwebel et al., 1992).
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Were these sources of stress for student teachers? Once again, little research has 
been completed in this area of student teacher stress. Head and Hill (1996) reported 40% 
of the student teachers in their British study expressed concern in regard to seeking a job. 
Clement (1999) did not include a survey item about job searching, but over 5% of the 
student teachers in the study responded to an open-ended question regarding student 
teacher stresses with comments related to searching for a job. In both of the above 
studies, however, it was unclear if the subjects were concerned about the availability of 
jobs or the actual job seeking process (completing applications, applying for certification, 
writing a resume, interviewing, etc.).
Summary. To summarize, there was ample evidence revealing student teacher 
stress in several broad areas. The first of these areas included student and classroom 
stress which encompassed subcategories of stress such as classroom discipline, 
instruction, student rapport and motivation, parents, and workload. Second, student 
teachers reported stress regarding the interactions related to supervision and evaluation. 
This is manifested in the triad of interactions existing between the student teacher and the 
cooperating teacher, the student teacher and the university supervisor, and the university 
(represented by the university supervisor) and K-12 district (represented by the 
cooperating teacher).
Finally, there was evidence of other areas of stress. Self-expectations and 
interactions with other professionals were reported as potential stressors for student 
teachers. However, there was a clear indication for more research in the areas of personal 
and family concerns, financial concerns, and job search concerns. Current research
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indicated that these were possible areas of student teacher stress, but rarely have student 
teachers specifically been surveyed or queried in these areas.
Impact o f Stress During Student Teaching 
Having established the importance of the socialization process of student teaching 
and the multitude of areas of stress and concern present during student teaching, it is 
relevant and important to address the impact that stress has on the student teaching 
experience. The research in occupational stress showed a great deal of variance 
regarding the impact of stress on job performance. This variance is a result of the 
complexity of measuring performance and the fact that many of the stressors may have a 
complex and indirect effect on job performance. The indirect effect of stressors was 
explained as stress causing a “negative emotional state that, in turn, impacts 
performance” (Jex, 1998, p. 66). However, in a study that included over 13,000 certified 
teachers, Ostroff (1992) found a correlation between psychological stress and 
performance.
Research regarding the impact of stress during student teaching addressed in this 
literature review covered a number of topics including: (a) the relationship of stress to 
teacher bumout, (b) the somatic complaints of student teachers, (c) the impact of stress on 
student teacher performance, and (d) the coping strategies used by student teachers.
The Relationship o f Stress to Student Teacher and Teacher Burnout
Job bumout has been described as a process that is a consequence of chronic 
occupational stressors, resulting from the prolonged exposure to stressors in the 
workplace (Greenglass, Fiksenbaum, & Burke, 1995; Maslach, 1998; Ogus, 1995).
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Bumout has been recognized as a potential threat to the careers of educators whose 
relationships with their clients (students) are ongoing as well as both personal and 
emotional, relationships that are also both rewarding and stressful (Maslach, 1998).
According to the multidimensional theory of bumout, the response to ongoing, 
stressful situations is threefold: “overwhelming exhaustion, feelings of cynicism and 
detachment from the job, and a sense of ineffectiveness and failure” (Maslach, 1998, 
p. 68). Certainly these were similar to descriptions of student teaching in which student 
teachers reported feelings of inadequacy and despair as well as being overwhelmed, 
pressured, anxious, tense, frustrated, stressed, fatigued, drained, hostile, and alienated 
(Davis, 1990; Fimian & Blanton, 1987; Sinclair & Nicoll, 1980; Thomson & Wendt, 
1988; Womack, 1983) and also developed more negative attitudes toward children during 
student teaching (Dutton, 1962). Interestingly, Dutton (1962) found the change to more 
negative attitudes in all student teachers, despite their levels of anxiety.
Student teachers reported being unprepared for the stresses they faced in the 
classroom. Gold (1985) proposed that this lack of preparation laid the foundation for 
teacher bumout to begin as early as during the student teaching experience. Student 
teachers may even experience a level of bumout that prevents them from becoming 
teachers. Student teachers who reported the most concern about student teaching were 
more likely than their peers to report that they had decided not to pursue a teaching job 
(Sorenson & Halpert, 1968).
Similarly, Greer and Greer (1992) stated that risk for teacher bumout is highest at 
the early stages of teaching and called for specific stress reduction or coping strategies to
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be incorporated into preservice programs. In fact, coping skills training was found to be 
equal to classroom management training in regard to contributing to the effective 
teaching of student teachers (Schelske & Romano, 1994). Coping skills training may 
contribute to the effectiveness of student teachers; however, it was found ineffective in 
actually reducing the anxiety level of preservice teachers (Munday & Windham, 1995). 
Somatic Complaints
The somatic or physical symptoms of stress reported by student teachers varied 
from headaches to cardiovascular disorders. Research in the field of occupational stress 
also reported stress related disorders in respiratory (colds, allergies, and flu), 
gastrointestinal (ulcers, nausea, diarrhea, and constipation), musculoskeletal (sore 
neck/back and tension headaches), and cardiovascular (hypertension, angina, arrhythmia, 
and myocardial infarction) systems, as well as reporting that some cancers may be 
“accentuated” by stress (Wolf, 1986, p. 48). Although not as dramatic as some of the 
disorders reported above, student teachers reported feeling physically tense and having 
increased body temperatures while teaching. They also reported sweaty palms, dry 
mouths, blushing, and shaking during the teaching of lessons (Sinclair & Nicoll, 1980). 
Other student teachers described more severe somatic complaints throughout the student 
teaching semester such as exhaustion, sleep disturbances, panic attacks, mood changes, 
depression, and irregular menstrual cycles (Head & Hill, 1996; Schwebel et al., 1992). In 
the words of student teachers they felt as though they had been “put through a meat- 
grinder” and they questioned if they had the physical stamina needed for a full-time 
teaching position (Schwebel et al., 1992, p. 202). More dramatically, another student
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teacher described becoming “quite ill through lack of food and sleep” and being placed 
on antidepressants (Head & Hill, 1996, Results section, para. 13).
Impact on the Performance o f Student Teachers
The impact of stress on student teachers is not limited to somatic complaints. It 
can impact student teacher performance in the classroom. Indirectly, stress has been 
shown to undermine student teacher confidence (Head & Hill, 1996; Maguire, 2001; 
Schwebel et al., 2000) and reduce “mental efficiency” (Thompson, 1963, p. 439).
More directly, Murray-Harvey et al. (2000) found higher levels of student teacher 
stress correlated to lower performance ratings by cooperating teachers. Specifically, 
those student teachers who reported stressful interactions and relationships with their 
cooperating teacher and those student teachers who reported stressful interactions and 
relationships with their university supervisor, “without exception,” had their performance 
rated as significantly less competent (p< .01 for cooperating teacher and p< .05 for 
university supervisor) than student teachers who did not report stressful interactions 
(Murray-Harvey et al, 2000, p. 31).
Similarly, Pigge and Marso (1990) found that student teachers’ performances 
were “impeded by their feelings of anxiety about teaching” (p. 29). Likewise, research 
that examined locus of control, stress, and performance of student teachers found those 
student teachers with internal loci of control experienced less stress and subsequently, 
were rated as more effective in the classroom than their peers (Pigge & Marso, 1990; 
Sadowski, Blackwell, & Willard, 1986).
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Coping Strategies o f Student Teachers
Research indicated that student teachers used different coping methods to deal 
with the stresses they encounter. Often they turned to healthy coping strategies such as 
physical exercise, relaxation techniques, yoga, journaling, time-out, reflection, listening 
to music, watching television, positive thinking, priority setting, goal setting, and 
organization (Head & Hill, 1996; MacDonald, 1993; Murray-Harvey et al., 2000).
Others turned to prayer and support networks of family, friends, and peers (Head 
& Hill, 1996; Murray-Harvey et al., 2000) and a small minority of British student 
teachers reported seeking psychotherapy and medication (Head & Hill, 1996). Still other 
student teachers turned to unhealthy coping strategies such as partying, drinking, and 
smoking (Head & Hill, 1996; Murray-Harvey et al., 2000).
In regard to coping with the specific stresses resulting from interactions with 
cooperating teachers, student teachers recognized that improved communication, 
conformity to the philosophies and practices of the cooperating teacher, taking initiative, 
and setting goals all were helpful strategies to cope with the stressful situation 
(MacDonald, 1993). This was exemplified by a student teacher who told an interviewer, 
Yes, I think it is my role to be flexible and fit in and understand what the teacher 
is trying to do. But I think I have to try to as much as I can to do what they feel 
comfortable letting me do. Say ‘Would you mind if I did this? Could I try doing 
this?’ (MacDonald, 1993, p. 414)
As stated earlier, research findings on the coping strategies of student teachers 
were inconclusive. Schelske and Romano (1994) concluded that coping strategies
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
48
training did improve student teacher effectiveness. In addition, they reported that when 
coping strategies training was combined with classroom management training, there was 
improved classroom management and coping skills, increased on-task behaviors of 
students, and more satisfying student teaching experiences.
However, other research found that stress management training for student 
teachers that included components such as breathing techniques, stretching exercises, 
muscle relaxation, imagery, and mental quieting had no significant impact in reducing 
stress (Munday & Windham, 1995). It is important to note that the differences in the 
findings between the two studies may be due to length of training. Training in the 
Schelske and Romano (1994) study was twice the length of the training in the Munday 
and Windham (1995) study.
Research in occupational stress indicated that preparing people to deal with stress 
may increase feelings of competence. Those feelings of competence may than increase a 
person’s ability to cope with stress. Specifically, employees may be given sensory 
information (what does stress feel like), procedural information (nature of the 
environment), and instrumental information (how to counteract stress) that helps them 
mitigate the impact of stress on performance (Jex, 1998).
To summarize the impact of stress on student teachers, the potential for bumout 
among student teachers is high. Working in an environment that was personal, 
emotional, and stressful, student teachers reported feelings that were congruent with 
bumout. In addition, student teachers are in the early stages of their career and reported
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being ill prepared to deal with stress they faced. The stress they felt may have 
contributed to physical complaints and health concerns of student teachers.
In addition, stress can impact the performance of the student teacher. Those 
student teachers with more stress had poorer rated performance in the classroom. 
Furthermore, the coping strategies used by student teachers included both healthy and 
unhealthy responses to the stimuli in their environments. Finally, the findings on coping 
strategies or stress management training for student teachers were inconclusive.
Summary
In conclusion, the research on stress during student teaching was far reaching. It 
spanned time, location, and demographic categories. The research on stress during 
student teaching was also comprehensive. It included areas regarding students and the 
classroom, evaluation and supervision, as well as a number of other areas. Finally, the 
research on stress during student teaching was extremely important given the impact that 
stress can have on the performance, well-being, and future careers of student teachers.
Despite its breadth, the research on stress during student teaching remains 
inadequate. First, Fuller’s (1969) developmental theory included three phases of concern. 
Rarely, have studies made multiple, repeated-measure surveys of student teachers at 
varying points during the student teaching experience. Second, there has been 
insufficient recent research regarding several additional areas of stress including personal 
and family concerns, financial concerns, and job search concerns. In addition, there has 
been insufficient current research on how stress may impact different categories of
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alternative certification programs.




The purpose of this study was to examine the stresses experienced before, during, 
and after the student teaching semester. This chapter describes the research design, 
participants, instrumentation, variables, research questions, data analysis, and procedures 
that were used in the completion of this research study.
Research Design
This study was both descriptive and inferential in nature. A longitudinal survey 
was used to quantitatively describe and examine the areas of stress impacting student 
teachers at three separate points in the student teaching semester: immediately before the 
student teaching experience, at the midpoint of their student teaching experience, and 
again at the end of their student teaching experience. Demographic information 
regarding age, gender, certification level, number of hours of employment, ethnicity, and 
teacher preparation program was also collected.
Participants
The sample consisted of 77 undergraduate student teachers from a midwestem 
metropolitan university who were completing their first student teaching experience 
during Spring 2003 semester. The university’s graduate student teachers and 
undergraduate student teachers completing their second student teaching experience were 
not included in the study. There were 15 males and 62 females included in the sample. 
Forty-three of the student teachers included in the sample were between the ages of 20 
and 24,17 were between the ages of 25 and 29, and 17 were 30 years of age or older.
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Seven student teachers included in the sample identified themselves as minorities, and 70 
student teachers identified themselves as Caucasian. Twenty-six of the student teachers 
included in the sample were not employed during the student teaching experience, 44 
worked at jobs other than student teaching between 1 and 20 hours per week, and 7 
worked between 21 and 40 hours per week.
Student teachers were from all certification levels and concentrations or 
endorsement areas. The sample included 45 elementary student teachers, 6 middle-level 
student teachers, 18 secondary student teachers, and 8 K-12 student teachers. Student 
teachers from both the university’s traditional teacher preparation program and the 
university’s alternative teacher preparation program, the Teacher Academy Project 
(TAP), were included. Nine student teachers in the sample were in the TAP program, 
and 68 student teachers were in the traditional preparation program.
Permission to survey the university’s Spring 2003 student teachers was obtained 
from the university’s College of Education Student Teacher Coordinator, the Field 
Placement Advisory Board, and the Teacher Education Department Chair. Authorization 
for the research was sought and obtained from the Institutional Review Board in August 
o f2002 (see Appendix A).
Instrumentation
The review of literature revealed several different surveys that had been used to 
measure the stress of student teachers. Several of these instruments used by past 
researchers were based on questionnaires designed for classroom teachers rather than 
student teachers (Abede & Shaughnessy, 1999; Fimian & Blanton, 1987; Hynes-Dusel,
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1999; Murray-Harvey et al., 2000). Other research instruments were limited only to one 
specific area of stress (Jones, 1982; Sinclair & Nicoll, 1980). Yet other research used 
instruments that had 15 or fewer items in attempt to measure multiple areas of stress 
(Clement, 1999; Head & Hill, 1996; Hunter-Boykin & Thompson, 1993).
One researcher, Thompson (1963), used a more comprehensive instrument that 
included 35 different stressors. However, the instrument collected only nominal level 
data and was statistically limited to frequency counts. Morton et al. (1997) used an 
instrument designed to measure the stress of student teachers. However, the instrument 
was designed for British, rather than American, student teachers.
The unavailability of an adequate research instrument to measure the multiple 
areas of stress specific to student teachers led the researcher to develop a new instrument, 
the Comprehensive Stress Survey for Student Teachers (CSSST). The new research 
instrument was created based on an extensive review of literature and the researcher’s 
previous survey of student teacher concerns. The previous survey data collected by the 
researcher identified the importance of including items related to the personal and career 
stresses, which were two areas rarely included in the previously discussed research 
instruments. A copy of the cover letter and instrument created for this study is found in 
Appendix B.
The research instrument designed to collect data on the stresses of student 
teaching for this study was a survey composed of 54 Likert items. For each of the items, 
student teachers were asked to rank their current stress level on a 5-point Likert scale. 
Student teachers chose from one of the following: 1 = no stress, 2 = minimal stress,
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3 = moderate stress, 4 = high stress, or 5 = extreme stress.
Items measured four stress constructs: (a) stress related to self-concerns, (b) 
stress related to task concerns, (c) stress related to impact concerns, and (d) stress related 
to personal and career concerns. Self-concerns included those stressors regarding student 
teachers’ feelings about being liked or accepted by cooperating teachers, university 
supervisors, other professionals, students, and parents (Likert items 1-14). Task concerns 
included those stressors regarding how adequate the student teachers felt they were in 
terms of classroom management, lesson planning, content knowledge, and their ability to 
manage the workload of teaching (Likert items 15-29) (Campbell & Wheatley, 1983; 
Fuller, 1969).
Impact concerns included those stressors regarding student teachers’ reflection 
and assessment of whether or not their actions were affecting students. Specifically, 
these stresses centered on whether the student teachers felt their teaching impacted the 
motivation and learning of their students and whether they (student teachers) had the 
ability to meet the individual needs of all students (Likert items 30-43) (Campbell & 
Wheatley, 1983; Fuller, 1969).
Personal and career concerns included those stressors regarding student teachers’ 
perceptions of their abilities to balance student teaching with personal responsibilities, 
such as financial obligations and commitments to family and friends as well as items 
related to the student teachers’ physical and emotional health. It also included stressors 
related to searching for a job, completing certification paperwork, and completing 
credential files (Likert items 44-54).
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Validity. The content validity of the research instrument was established by three 
processes. First, an extensive review of the literature on stresses of student teaching was 
completed. The review included landmark research in the area of student teacher stress 
(Fuller, 1969) as well as numerous recent research findings. Second, the researcher had 
previously gathered survey information from student teachers. This previous research led 
to the addition of personal and career stress in the current instrument. Third, a panel of 
experts reviewed the survey. The panel included the surveyed university’s College of 
Education Field Placement Advisory Board and four educational administration doctoral 
students in a research design class. They examined the survey and were asked to provide 
feedback regarding the appropriateness, clarity, and comprehensive nature of the research 
instrument. Appropriate adjustments, based on the panel’s feedback, were made to the 
instrument.
Pilot study. The university’s Fall 2002 student teachers were surveyed in the pilot 
study. The researcher distributed a paper format of the survey to approximately 90 
student teachers attending a seminar held immediately prior to beginning the student 
teaching experience. Based on the results and analysis of the pilot study, the researcher 
made appropriate adjustments and improvements to the research instrument to enhance 
content validity and reliability.
To ensure technological concerns were adequately addressed, the on-line format 
of the survey was piloted with 20 individuals who accessed the web site and completed 
the on-line form. They provided feedback regarding the on-line instructions, ease of use,
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and any technological difficulties encountered during the completion of the on-line 
format of the survey.
Reliability. The reliability of the instrument was estimated using Cronbach’s 
alpha. Cronbach’s alpha estimates the internal consistency of the responses to the Likert 
items and is considered a conservative measure of reliability. The range for Cronbach’s 
alpha is from 0 to 1.0 with an alpha of 0.70 considered to be indicative of internal 
consistency (Cortina, 1993).
The reliability for each construct of the CSSST at each of the three data collection 
points ranged from a low of 0.8710 (self-concerns, immediately before the beginning of 
the student teaching experience) to a high of 0.9618 (impact concerns, at the end of the 
student teaching experience). The reliability of the CSSST is summarized in Table 1. 
Variables
The variables in this study included seven independent and four dependent 
variables. Descriptions of each of the independent and dependent variables follow. 
Independent variables. The independent variables were defined as:
1. time of test, (immediately before, at the midpoint, and at the end of the student 
teaching experience);
2. gender (male or female);
3. age (20-24, 25-29, 30 and older);
4. certification level (elementary, middle level, secondary, and K-12);
5. TAP program (yes or no);
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Table 1
Reliability o f the Comprehensive Stress Survey for Student Teachers According to 
Test Construct and Time o f Test
Time Construct
Self-Concems Task Concerns Impact Concerns Personal and 
Career Concerns
1 0.8710 0.9163 0.9602 0.9256
2 0.9421 0.9248 0.9548 0.9226
3 0.9555 0.9237 0.9618 0.9214
Mean 0.9229 0.9216 0.9589 0.9232
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6. employment hours per week (1-20,21-40, none); and
7. ethnicity (Caucasian and minority).
Dependent variables. The four dependent variables related to stress during 
student teaching were defined as the mean scores on the four stress constructs: stress 
related to self-concems, stress related to task concerns, stress related to impact concerns, 
and stress related to personal and career concerns.
Research Questions
The following questions were tested using the survey instrument.
1. What areas of stress did student teachers identify at each of the three points during 
the student teaching experience?
2. Was there a significant change in the levels of stress in each surveyed area of 
stress at each of the three points during the student teaching experience?
3. Did the age of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching experience?
4. Did the gender of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching experience?
5. Did the certification level (elementary, middle, secondary, or K-12) of the student 
teacher significantly affect the level of stress experienced in each of the areas of 
stress at each of the three points during the student teaching experience?
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6. Did the number of hours of employment during student teaching significantly 
affect the level of stress experienced in each of the areas of stress at each of the 
three points during the student teaching experience?
7. Did the ethnicity of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the 
student teaching experience?
8. Did the preparation program (traditional or alternative) of the student teacher 
significantly affect the level of stress experienced in each of the areas of stress at 
each of the three points during the student teaching experience?
Data Analysis
Research question 1 was tested using descriptive statistical measures. Means and 
standard deviations were reported for each of the four constructs of stress: stress related 
to self-concems, stress related to task concerns, stress related to impact concerns, and 
stress related to personal and career concerns. Means and standard deviations were also 
reported for each of the individual Likert items.
Research question 2 was tested using inferential statistical measures. Specifically, 
a series of repeated-measures analyses of variance (ANOVAs) were used to determine 
whether mean scores on each of the four constructs varied significantly as a function of 
time of test (immediately before, at the midpoint, or at the end of the student teaching 
experience). Separate ANOVAs were performed with each of the four constructs of 
stress measured in the instrument.
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Research questions 3,4, 5, 6, 7, and 8 were tested using mixed design, 2-way 
ANOVAs to test each of the four constructs of stress reported by age, gender, 
certification level, number of hours of employment, ethnicity, and type of teacher 
preparation program at each of the three points during the student teaching experience. 
Thus, for example, research question 2 was tested using a 2 x 3 mixed design ANOVA, 
with gender (male or female) being the between subjects factor, and time of test 
(immediately before, at the midpoint, and at the end of the student teaching experience) 
the within subjects variable. This same design was used to test each of the four areas of 
potential stress within the instmment. Because multiple statistical tests were conducted, 
the alpha level was reduced to .01 to control for Type I errors.
Procedures
This was a convenience sample in that the researcher, as a professional staff 
member who worked within the university’s College of Education, had access to the 
participants. The university’s College of Education requested that Spring 2003 student 
teachers complete the surveys at the three specified times: immediately before the 
student teaching experience, at the midpoint of the student teaching experience, and again 
at the end of the student teaching experience. The College of Education included 
information regarding the surveys in all correspondence with and instructions to the 
Spring 2003 student teachers. To encourage return rates on the second and third surveys, 
the researcher sent reminder e-mails and postcards to the student teachers.
Data were collected through the use of a paper survey administered immediately 
before the student teaching experience began and two on-line surveys administered at the
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midpoint and end of the student teacher experience. For purposes of running repeated- 
measure statistical tests, the last four digits of the student teachers’ university 
identification numbers were used to match survey responses.
Student teachers were introduced to both the survey instrument and the research 
study at a seminar prior to student teaching. At the seminar, the researcher briefly 
explained the purpose of the study and administered the first survey in paper format. The 
estimated time for a student teacher to complete the surveys, either in paper or electronic 
format, was approximately 15-20 minutes. The paper format used in the first survey 
allowed the researcher to collect data from the initial survey point (prior to student 
teaching) from all eligible participants and also familiarized the student teachers with the 
survey.
The on-line format of the survey was used for the second and third surveys. The 
on-line format was an effort to minimize the time needed by the student teachers to 
complete and return the surveys. The on-line format of the survey also reduced the cost 
and time needed for the researcher to gather data. The on-line format of the survey 
included a cover letter and an immediate, electronic confirmation of successful 
completion. The confirmation also thanked the participants for completing the survey. 
The data collection process for all three surveys took approximately 20 weeks.




The purpose of this survey study was to examine student teacher stress as it 
relates to Fuller’s (1969) developmental conceptualization theory of the three phases of 
student teacher concerns. A survey was administered to student teachers at three separate 
points during the student teaching experience: (a) approximately one month prior to 
beginning the student teaching experience (b) at the midpoint of the student teaching 
experience, and (c) at the conclusion of the student teaching experience. The first survey 
was distributed in paper format to 138 student teachers. The second and third survey data 
were collected via an on-line survey.
Only the data from those students completing the survey at all three data 
collection points were used. Of the 138 student teachers who began the semester, 136 
completed their student teaching experience. Of the 136 eligible respondents, a total of 
77 (57%) student teachers completed the survey at each of the three data collection 
points. Demographic data (age, gender, certification level, hours of employment, 
ethnicity, and preparation program) from the first data collection point were used for 
research questions that required those demographic variables. Because of low numbers 
of respondents in four age groups (30-34, 35-39, 40-44, and 45 and older), the age 
categories were compressed into three categories: (a) 20-24, (b) 25-29, and (c) 30 and 
older. Because of low numbers of respondents in one of the hours of employment groups 
(21-30 hours), the number of hours of employment categories was compressed into three 
categories: (a) 1-20 hours per week, (b) 21-40 hours per week, and (c) no plans to work.
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Because of low numbers of minority respondents, the ethnicity categories were 
compressed into two categories: (a) Caucasian and (b) minorities.
Specific areas of stress were determined through an analysis of past research and 
related literature. These individual stressors were categorized into four constructs:
(a) stress related to self-concems, (b) stress related to task concerns, (c) stress related to 
impact concerns, and (d) stress related to personal and career concerns. Survey items 
related to each of the constructs were designed using a 5-point Likert scale with the 
following choices: 1 = no stress, 2 = minimal stress, 3 = moderate stress,
4 = high stress, or 5 = extreme stress.
For the purposes of statistical analysis, means were computed for each of the four 
constructs. Means were computed from usable responses, and the mean substitution 
process was employed for the purpose of being able to use a respondent’s score if he/she 
did not complete all of the items.
Research Question 1
What areas of stress did student teachers identify at each of the three points during 
the student teaching semester?
Trial one. The overall mean score for the first construct, self-concems, was 2.85 
(SD = 0.85). The overall mean score for the second construct, task concerns, was 2.77 
(SD = 0.71). The overall mean score for the third constmct, impact concerns, was 2.78 
(SD = 0.82). The overall mean score for the fourth construct, personal and career 
concerns, was 3.23 (SD -  1.03). During trial one, the means for individual items ranged 
from a low of 1.51 on an item in the area of self-concems (My personal safety while I am
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in my school) to a high of 3.90 on an item in the area of personal and career concerns 
(Meeting personal financial obligations during the student teaching experience). Table 2 
presents the means and standard deviations of each individual item and the means and 
standard deviations for each of the four constructs for the first trial.
Trial two. The overall mean score for the first construct, self-concems, was 2.47 
(SD = 0.86). The overall mean score for the second construct, task concerns, was 2.54 
(SD -  0.76). The overall mean score for the third construct, impact concerns, was 2.52 
(SD = 0.82). The overall mean score for the fourth construct, personal and career 
concerns, was 3.38 (SD ~ 0.99). During trial two, the means for individual items ranged 
from a low of 1.43 on an item in the area of self-concems (My personal safety while I am 
in my school) to a high of 3.74 on an item in the area of personal and career concerns 
(Finding a job after graduation). Table 3 presents the means and standard deviations of 
each individual item and the means and standard deviations for each of the four 
constructs for the second trial.
Trial three. The overall mean score for the first construct, self-concems, was 2.00 
(SD = 0.83). The overall mean score for the second construct, task concerns, was 2.04 
(SD = 0.67). The overall mean score for the third construct, impact concerns, was 2.15 
(SD = 0.78). The overall mean score for the fourth construct, personal and career 
concerns, was 2.96 (SD = 0.99). During trial three, the means for individual items ranged 
from a low of 1.34 on two items in the area of self-concems (My personal safety while I 
am in my school) and (Being familiar in my assigned building) to a high of 3.52 on an 
item in the area of personal and career concerns (Finding a job after graduation). Table 4
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Table 2
Student Teacher Stress Reported at Trial One, Immediately Prior to Student Teaching
Construct 1 -  Self-Concern Items Mean SD
My cooperating teacher's opinion of me 2.6842 1.09800
My cooperating teacher's philosophy and style of 
teaching is different than my philosophy and style of 
teaching
2.8312 0.89447
My cooperating teacher's written evaluation of me 3.1429 1.17780
My cooperating teacher's formal evaluation of my 
teaching
3.2763 1.18433
My university supervisor's observations of my teaching 3.3766 1.05180
My university supervisor's written evaluation of me 3.3636 1.13450
My students' feelings about me - will they like me 2.7013 1.03955
Parents' opinions of me 2.7532 1.05326
Other teachers' respect for me as a teacher 2.9740 1.09993
Other teachers' acceptance of me 3.2895 3.62148
My building administrator's respect for me as a teacher 3.1169 1.11183
My building administrator's acceptance of me 2.9091 1.13765
My personal safety while I am in my school 1.5065 0.59876
Being familiar in my assigned building 2.0260 0.94554
Construct 2 -  Task Concern Items
Managing the behavior of students in the classroom 3.3506 0.98363
Completing the amount of work that is involved in being 
a successful student teacher
3.3766 1.03922
Writing lesson plans 2.9740 1.03839
Knowing and understanding the curriculum to be taught 2.9481 0.98537
Finding an adequate amount of appropriate material 
needed for lessons
2.8312 0.97876
Grading all student homework, assignments and tests 2.2468 0.81363
Managing the flow, timing and transitions of the 
classroom environment
3.0649 0.96433
Incorporating state and district standards (outcomes) into 
lesson plans and instruction
2.9481 1.06247
Fulfilling any extra duty assignments 1.9481 0.84130
Completing university assignments and requirements 
related to student teaching
2.7143 1.08649
Using a variety of instructional methods 2.5584 1.10613
Using technology effectively in the classroom 2.3766 1.03922
Reporting information to students, parents, 
administrators
2.6753 1.04430
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Table 2 (continued)
Construct 3 -  Impact Concern Items Mean SD
Facilitating student learning through my teaching 2.7922 0.97788
Writing lesson plans that increase student learning 2.7662 0.95829
Meeting the needs of individual students 3.0000 1.05131
Adapting teaching methods for special education students 3.1169 1.13525
Adapting curriculum for special education students 3.1558 1.11290
Meeting the needs of ELL or ESL students 3.2338 1.13435
Challenging high ability students 2.9221 1.10936
Selecting material that is relevant for the students 2.5844 0.99142
Selecting material that is interesting for the students 2.6623 1.00800
Assessing the progress of the students 2.6753 0.90962
Keeping students safe while they are in school 2.0390 0.96575
Helping students meet the state and district standards 
(outcomes)
2.8312 1.05634
Motivating students to be involved in the classroom 2.7662 1.13435
Motivating students to learn 2.8312 1.08097
Establishing rapport with the students 2.3507 0.98363
Building and maintaining a supportive learning 
environment in the classroom
2.7013 1.01392
Construct 4 -  Personal and Career Concern Items
Finding a job after graduation 3.3247 1.40901
Writing a resume that will secure interviews with school 
districts/employers
3.1299 1.37984
Completing job applications for teaching positions 2.9351 1.34103
Being prepared for an interview 3.2597 1.37077
Communicating effectively during an interview 3.4079 1.45307
Completing the necessary paperwork to become certified 2.7143 1.22321
Securing necessary information to establish a credential 
file
2.9481 1.26591
Meeting personal financial obligations during the student 
teaching experience
3.8961 1.29355
Balancing time between family commitments and student 
teaching responsibilities
3.4675 1.24165
Balancing student teaching with other personal 
commitments
3.4416 1.27210
Remaining physically healthy while student teaching 2.9870 1.40013
Construct 1 -  Self-Concerns 2.8529 0.85046
Construct 2 -  Task Concerns 2.7702 0.70782
Construct 3 -  Impact Concerns 2.7768 0.82408
Construct 4 -  Personal and Career Concerns 3.2255 1.02466
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Table 3
Student Teacher Stress Reported at Trial Two, at the Midpoint o f  Student Teaching
Construct 1 -  Self-Concern Items Mean SD
My cooperating teacher's written evaluation of me 2.7273 1.29408
My cooperating teacher's formal evaluation of my 
teaching
2.8312 1.34167
My university supervisor's observations of my teaching 2.8816 1.18847
My university supervisor's written evaluation of me 2.8701 1.20690
My students' feelings about me - will they like me 2.1039 0.95400
Parents' opinions of me 2.4545 0.99400
Other teachers' respect for me as a teacher 2.6533 1.15657
Other teachers' acceptance of me 2.4675 1.13072
My building administrator's respect for me as a teacher 2.9737 1.22173
My building administrator's acceptance of me 2.7532 1.27894
My personal safety while I am in my school 1.4342 0.78885
Being familiar in my assigned building 1.6494 0.85480
Construct 2 -  Task Concern Items
Managing the behavior of students in the classroom 3.0909 1.18301
Completing the amount of work that is involved in being a 
successful student teacher
3.1316 1.09960
Writing lesson plans 2.7792 1.09573
Knowing and understanding the curriculum to be taught 2.7368 1.11198
Finding an adequate amount of appropriate material 
needed for lessons
2.5974 1.11520
Grading all student homework, assignments and tests 2.2105 1.08709
Managing the flow, timing and transitions of the 
classroom environment
2.7662 1.05001
Incorporating state and district standards (outcomes) into 
lesson plans and instruction
2.4156 0.83273
Fulfilling any extra duty assignments 1.8052 0.93244
Completing university assignments and requirements 
related to student teaching
2.5395 1.14823
Using a variety of instructional methods 2.3506 0.99692
Using technology effectively in the classroom 2.2597 1.09307
Reporting information to students, parents, administrators 2.3896 0.91989
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Table 3 (continued)
Construct 3 -  Impact Concern Items Mean SD
Facilitating student learning through my teaching 2.7403 1.01829
Writing lesson plans that increase student learning 2.7143 1.03691
Meeting the needs of individual students 2.8571 1.03510
Adapting teaching methods for special education students 2.4026 1.09135
Adapting curriculum for special education students 2.3506 0.99692
Meeting the needs of ELL or ESL students 2.1711 1.12414
Challenging high ability students 2.6494 1.02298
Selecting material that is relevant for the students 2.5195 0.96805
Selecting material that is interesting for the students 2.6494 1.06086
Assessing the progress of the students 2.4474 0.97152
Keeping students safe while they are in school 1.9079 0.96854
Helping students meet the state and district standards 
(outcomes)
2.6234 1.15894
Motivating students to be involved in the classroom 2.8052 1.12436
Motivating students to learn 2.8831 1.13525
Establishing rapport with the students 2.1039 1.05860
Building and maintaining a supportive learning 
environment in the classroom
2.4675 1.09526
Construct 4 -  Personal and Career Concern Items
Finding a job after graduation 3.7403 1.23972
Writing a resume that will secure interviews with school 
districts/employers
3.4805 1.29382
Completing job applications for teaching positions 3.4286 1.27143
Being prepared for an interview 3.6234 1.20349
Communicating effectively during an interview 3.6234 1.27773
Completing the necessary paperwork to become certified 3.0390 1.40901
Securing necessary information to establish a credential 
file
3.0649 1.31126
Meeting personal financial obligations during the student 
teaching experience
3.5714 1.39008
Balancing time between family commitments and student 
teaching responsibilities
3.3377 1.34370
Balancing student teaching with other personal 
commitments
3.2338 1.31686
Remaining physically healthy while student teaching 2.9870 1.40013
Construct 1 -  Self-Concerns 2.4732 0.86043
Construct 2 -  Task Concerns 2.5429 0.76394
Construct 3 -  Impact Concerns 2.5178 0.81898
Construct 4 -  Personal and Career Concerns 3.3754 0.98789
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Table 4
Student Teacher Stress Reported at Trial Three, at the End o f Student Teaching
Construct 1 -  Self-Concern Items Mean SD
My cooperating teacher's opinion of me 1.7922 1.04299
My cooperating teacher's philosophy and style of teaching 
is different than my philosophy and style of teaching
2.0390 0.99262
My cooperating teacher's written evaluation of me 2.1558 1.20378
My cooperating teacher's formal evaluation of my 
teaching
2.2468 1.23710
My university supervisor's observations of my teaching 2.2338 1.09900
My university supervisor's written evaluation of me 2.2078 1.15095
My students' feelings about me - will they like me 1.7922 0.93665
Parents' opinions of me 2.0260 0.95936
Other teachers' respect for me as a teacher 2.0779 1.10936
Other teachers' acceptance of me 2.0000 1.08821
My building administrator's respect for me as a teacher 2.4416 1.20845
My building administrator's acceptance of me 2.2857 1.21240
My personal safety while I am in my school 1.3377 0.52841
Being familiar in my assigned building 1.3377 0.50290
Construct 2 -  Task Concern Items
Managing the behavior of students in the classroom 2.5263 0.95880
Completing the amount of work that is involved in being a 
successful student teacher
2.3636 1.05018
Writing lesson plans 2.0390 0.84979
Knowing and understanding the curriculum to be taught 2.1429 0.92785
Finding an adequate amount of appropriate material 
needed for lessons
2.0649 0.81657
Grading all student homework, assignments and tests 2.0779 1.03576
Managing the flow, timing and transitions of the 
classroom environment
2.2597 0.93756
Incorporating state and district standards (outcomes) into 
lesson plans and instruction
1.9610 0.80200
Fulfilling any extra duty assignments 1.5195 0.69982
Completing university assignments and requirements 
related to student teaching
1.8684 1.04998
Using a variety of instructional methods 1.9091 0.84576
Using technology effectively in the classroom 1.8684 0.78896
Reporting information to students, parents, administrators 1.9481 0.75909
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Table 4 (continued)
Construct 3 -  Impact Concern Items Mean SD
Facilitating student learning through my teaching 2.2208 0.94065
Writing lesson plans that increase student learning 2.1688 0.95149
Meeting the needs of individual students 2.3377 0.88273
Adapting teaching methods for special education students 2.1169 0.90283
Adapting curriculum for special education students 2.1039 0.91168
Meeting the needs of ELL or ESL students 2.0260 0.98641
Challenging high ability students 2.2468 0.97543
Selecting material that is relevant for the students 2.0519 0.80942
Selecting material that is interesting for the students 2.1316 0.89951
Assessing the progress of the students 2.0390 0.80200
Keeping students safe while they are in school 1.6494 0.80731
Helping students meet the state and district standards (outcomes) 2.1818 0.92803
Motivating students to be involved in the classroom 2.3377 0.98155
Motivating students to learn 2.3896 1.09010
Establishing rapport with the students 1.8026 0.92405
Building and maintaining a supportive learning environment in 
the classroom
1.9870 0.92471
Construct 4 -  Personal and Career Concern Items
Finding a job after graduation 3.5195 1.40122
Writing a resume that will secure interviews with school 
districts/employers
2.7273 1.28387
Completing job applications for teaching positions 2.7662 1.29672
Being prepared for an interview 3.0909 1.33950
Communicating effectively during an interview 3.1299 1.34116
Completing the necessary paperwork to become certified 2.5584 1.19751
Securing necessary information to establish a credential file 2.7922 1.31126
Meeting personal financial obligations during the student 
teaching experience
3.4211 1.37853
Balancing time between family commitments and student 
teaching responsibilities
2.9091 1.30970
Balancing student teaching with other personal commitments 2.9737 1.31629
Remaining physically healthy while student teaching 2.6364 1.30696
Construct 1 -  Self-Concems 1.9981 0.83089
Construct 2 -  Task Concerns 2.0423 0.66517
Construct 3 -  Impact Concerns 2.1537 0.77537
Construct 4 -  Personal and Career Concerns 2.9568 0.99018
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presents the means and standard deviations of each individual item and the means and 
standard deviations for each of the four constructs for the third trial.
Research Question 2
Was there a significant change in the levels of stress in each surveyed area of 
stress at each of the three points during the student teaching semester?
Construct 1 — Self-Concerns. There was a significant change in the level of stress 
immediately before, at the midpoint, and at the end of the student teaching experience in 
the area of self-concems, F(2,152) = 40.81,/K.0005. Follow-up Tukey pairwise 
comparison tests using a .05 familywise alpha level indicated that student teacher stress 
in the area of self-concems was significantly greater immediately before (M=  2.85,
SD = 0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was significantly 
greater than at the end (M= 2.00, SD = 0.83) of the student teaching experience.
Construct 2 -  Task Concerns. There was a significant change in the level of 
stress immediately before, at the midpoint, and at the end of the student teaching 
experience in the area of task concerns, F(2,152) = 41.51,p<.0005. Follow-up Tukey 
pairwise comparison tests using a .05 familywise alpha level indicated that student 
teacher stress in the area of task concerns was significantly greater immediately before 
(M = 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD -  0.76), which in turn was 
significantly greater than at the end (M= 2.04, SD = 0.67) of the student teaching 
experience
Construct 3 -  Impact Concerns. There was a significant change in the level of 
stress immediately before, at the midpoint, and at the end of the student teaching
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experience in the area of impact concerns, F(2,152) = 24.87 /K.0005. Follow-up Tukey 
pairwise comparison tests using a .05 familywise alpha level indicated that student 
teacher stress in the area of impact concerns was significantly greater immediately before 
( M - 2.78, SD = 0.82) than at the midpoint (M — 2.52, SD = 0.82), which in turn was 
significantly greater than at the end (.M  = 2.15, SD = 0.78) of the student teaching 
experience.
Construct 4 -  Personal and Career Concerns. There was a significant change in 
the level of stress immediately before, at the midpoint, and at the end of the student 
teaching experience in the area of personal and career concerns, F(2,152) = 8.51, 
/K.0005. Follow-up Tukey pairwise comparison tests using a .05 familywise alpha level 
indicated that student teacher stress in the area of personal and career concerns was 
significantly greater immediately before (M= 3.23, SD = 1.03) than at the end (M= 2.96, 
SD = 0.99) of the student teaching experience. Stress was also significantly greater at the 
midpoint (M = 3.38, SD = 0.99) than at the end (M= 2.96, SD = 0.99) of the student 
teaching experience.
Research Question 3
Did the age of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the student 
teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,148) = 26.79, p<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before
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(M  = 2.85, SD = 0.85) than at the midpoint (M = 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (M -  2.00, SD = 0.83) of the student teaching 
experience.
There was no significant main effect for age, F(2,74) = 0.82, p  = .443, nor was 
there a significant interaction between age and time, F(4,148) = 1.80,/) = .132. Table 5 
summarizes the means and standard deviations relevant to this question.
Construct 2 -  Task Concerns. There was a significant main effect for time, 
F(2,148) = 28.46,/K.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD = 0.76), which in turn was 
significantly greater than at the end (M= 2.04, SD = 0.67) of the student teaching 
experience.
There was no significant main effect for age, F(2,74) = 1.46,p = .240, nor was 
there a significant interaction between age and time, F(4,148) = 2.61, p  = .043. Table 6 
summarizes the means and standard deviations relevant to this question.
Construct 3 -  Impact Concerns. There was a significant main effect for time, 
F(2,148) = 21.35,/><0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.78, SD = 0.82) than at the midpoint (M -  2.52, SD = 0.82), which in turn was 
significantly greater than at the end (M= 2.15, SD — 0.78) of the student teaching 
experience.
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Table 5
Means and Standard Deviations as a Function o f Time and Age Categories fo r the Stress
Construct o f  Self-Concerns
Time Age Mean SD n
Time 1 20-24 3.0017 0.92154 43
25-29 2.8765 0.63039 17
30 and older 2.4528 0.76078 17
Total 2.8529 0.84046 77
Time 2 20-24 2.5164 0.88541 43
25-29 2.4674 0.86393 17
30 and older 2.3697 0.83423 17
Total 2.4732 0.86043 77
Time 3 20-24 1.9452 0.82078 43
25-29 2.2017 0.84675 17
30 and older 1.9286 0.85863 17
Total 1.9981 0.83089 77
Age 20-24 2.4880 0.70165 43
25-29 2.5150 0.70093 17
30 and older 2.2500 0.70093 17
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Table 6
Means and Standard Deviations as a Function o f Time and Age Categories fo r the Stress
Construct o f  Task Concerns
Time Age Mean SD n
Time 1 20-24 2.9231 0.63676 43
25-29 2.8597 0.75918 17
30 and older 2.2941 0.65341 17
Total 2.7702 0.70782 77
Time 2 20-24 2.5863 0.77406 43
25-29 2.5611 0.84167 17
30 and older 2.4147 0.68411 17
Total 2.5429 0.76394 77
Time 3 20-24 2.0239 0.64040 43
25-29 2.1176 0.82451 17
30 and older 2.0136 0.58091 17
Total 2.0423 0.66517 77
Age 20-24 2.5110 0.57705 43
25-29 2.5130 0.57723 17
30 and older 2.2410 0.57723 17
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There was no significant main effect for age, F(2,74) = 0.70, p  = .499, nor was 
there a significant interaction between age and time, F(4,148) = 0.44,/? = .770. Table 7 
summarizes the means and standard deviations relevant to this question.
Construct 4 -  Personal and Career Concerns. There was a significant main 
effect for time, F(2,148) = 8.22,/?<.0005. Follow-up Tukey pairwise comparison tests 
using a .05 familywise alpha level indicated that stress was significantly greater 
immediately before (M= 3.23, SD = 1.03) than at the end (M  = 2.96, SD = 0.99) of the 
student teaching experience. Stress was also significantly greater at the midpoint 
(M= 3.38, SD = 0.99) than at the end (M= 2.96, SD = 0.99) of the student teaching 
experience.
There was also a significant main effect for age, F(2,74) = 6.44, p  = .003. 
Follow-up Tukey pairwise comparison tests using a .05 familywise alpha level indicated 
that stress was significantly greater for the respondents in the 20-24 age group (M=  3.38, 
SD = 0.80) than for the respondents in the 30 and older group (M = 2.57, SD = 0.80). 
Stress was also significantly greater for the respondents in the 25-29 age group 
(M= 3.31, SD — 0.80) than for the respondents in the 30 and older group (M= 2.57,
SD = 0.80).
There was no significant interaction between age and time, F(4,148) = 2.11, 
p  = .083. Table 8 summarizes the means and standard deviations relevant to this 
question.
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Table 7
Means and Standard Deviations as a Function o f  Time and Age Categories fo r  the Stress
Construct o f  Impact Concerns
Time Age Mean SD n
Time 1 20-24 2.8125 0.81032 43
25-29 2.9375 0.94657 17
30 and older 2.5257 0.71297 17
Total 2.7768 0.82408 77
Time 2 20-24 2.5380 0.83865 43
25-29 2.5985 0.90119 17
30 and older 2.3860 0.70788 17
Total 2.5178 0.81898 77
Time 3 20-24 2.2166 0.79915 43
25-29 2.1194 0.88687 17
30 and older 2.0292 0.60363 17
Total 2.1537 0.77537 77
Age 20-24 2.5220 0.66886 43
25-29 2.5520 0.67207 17
30 and older 2.3140 0.67207 17
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Table 8
Means and Standard Deviations as a Function o f Time and Age Categories fo r  the Stress
Construct o f  Personal and Career Concerns
Time Age Mean SD n
Time 1 20-24 3.5433 0.87860 43
25-29 3.2834 0.93756 17
30 and older 2.3636 1.00874 17
Total 3.2255 1.02466 77
Time 2 20-24 3.4778 0.95616 43
25-29 3.4813 0.87183 17
30 and older 3.0107 1.13767 17
Total 3.3754 0.98789 77
Time 3 20-24 3.1195 0.88140 43
25-29 3.1545 1.03060 17
30 and older 2.3476 1.02411 17
Total 2.9568 0.99018 77
Age 20-24 3.3800 0.80001 43
25-29 3.3060 0.79988 17
30 and older 2.5740 0.79988 17
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Research Question 4
Did the gender of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the student 
teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,150) = 18.38, p<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.85, SD = 0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (M= 2.00, SD = 0.83) of the student teaching 
experience.
There was no significant main effect for gender, -F(l,75) = 6.20,p  = .015, nor was 
there a significant interaction between gender and time, F(2,150) = 3.00,p  = .053. Table
9 summarizes the means and standard deviations relevant to this question.
Construct 2 -  Task Concerns. There was a significant main effect for time, 
F(2,150) = 26.14, /?<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD = 0.76), which in turn was 
significantly greater than at the end (M = 2.04, SD = 0.67) of the student teaching 
experience.
There was no significant main effect for gender, .F(l,75) = 4.23,p  = .043, nor was 
there a significant interaction between gender and time, F(2,150) = 0.31,/? = .703. Table
10 summarizes the means and standard deviations relevant to this question.
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Table 9
Means and Standard Deviations as a Function o f  Time and Gender Categories fo r the
Stress Construct o f  Self-Concerns
Time Gender Mean SD n
Time 1 Male 2.1941 0.74193 15
Female 3.0122 0.80143 62
Total 2.8529 0.85046 77
Time 2 Male 2.2183 0.79368 15
Female 2.5349 0.87062 62
Total 2.4732 0.86043 77
Time 3 Male 1.7429 0.85280 15
Female 2.0599 0.82057 62
Total 1.9981 0.83089 77
Gender Male 2.0520 0.67390 15
Female 2.5360 0.67716 77
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Means and Standard Deviations as a Function o f  Time and Gender Categories fo r
Stress Construct o f  Task Concerns
Time Gender Mean SD n
Time 1 Male 2.4513 0.61872 15
Female 2.8474 0.71083 62
Total 2.7702 0.70782 77
Time 2 Male 2.3473 0.82735 15
Female 2.5902 0.74722 62
Total 2.5429 0.76394 77
Time 3 Male 1.7436 0.63610 15
Female 2.1146 0.65661 62
Total 2.0423 0.66517 77
Gender Male 2.1810 0.56933 15
Female 2.5170 0.56693 62
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Construct 3 -  Impact Concerns. There was a significant main effect for time, 
F(2,150) = 11.06, /?<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.78, SD = 0.82) than at the midpoint (M= 2.52, SD = 0.82), which in turn was 
significantly greater than at the end (M= 2.15, SD = 0.78) of the student teaching 
experience.
There was no significant main effect for gender, F(l,75) = 6.77,p  = .011, nor was 
there a significant interaction between gender and time F(2,150) = 1.06, p  -  .346. Table
11 summarizes the means and standard deviations relevant to this question.
Construct 4 -  Personal and Career Concerns. There was a significant main 
effect for time, F(2,150) = 7.52, p = .001. Follow-up Tukey pairwise comparison tests 
using a .05 familywise alpha level indicated that stress was significantly greater 
immediately before (M= 3.23, SD = 1.03) than at the end (M — 2.96, SD = 0.99) of the 
student teaching experience. Stress was also significantly greater at the midpoint 
(M= 3.38, SD = 0.99) than at the end (M= 2.96, SD = 0.99) of the student teaching 
experience.
There was no significant main effect for gender, F(l,75) = 5.75,p  = .019, nor was 
there a significant interaction between gender and time, F(2,150) = 0.95, p  = .389. Table
12 summarizes the means and standard deviations relevant to this question.
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Table 11
Means and Standard Deviations as a Function o f Time and Gender Categories fo r  the
Stress Construct o f  Impact Concerns
Time Gender Mean SD n
Time 1 Male 2.2583 0.70981 15
Female 2.9022 0.80523 62
Total 2.7768 0.82408 77
Time 2 Male 2.1250 0.85631 15
Female 2.6128 0.78756 62
Total 2.5178 0.81898 77
Time 3 Male 1.8978 0.89058 15
Female 2.2157 0.73959 62
Total 2.1537 0.77537 77
Gender Male 2.0940 0.64679 15
Female 2.5770 0.64567 62
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Table 12
Means and Standard Deviations as a Function o f  Time and Gender Categories fo r  the
Stress Construct o f Personal and Career Concerns
Time Gender Mean SD n
Time 1 Male 2.6606 1.00087 15
Female 3.3622 0.99033 62
Total 3.2255 1.02466 77
Time 2 Male 3.0788 1.27127 15
Female 3.4472 0.90450 62
Total 3.3754 0.98789 77
Time 3 Male 2.4358 1.01569 15
Female 3.0828 0.94967 62
Total 2.9568 0.99018 77
Gender Male 2.7250 0.82882 15
Female 3.2970 0.82677 62
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Research Questions 5
Did the certification level (elementary, middle, secondary, or K-12) of the student 
teacher significantly affect the level of stress experienced in each of the areas of stress at 
each of the three points during the student teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,146) = 14.31, /K.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.85, SD = 0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (.M= 2.00, SD = 0.83) of the student teaching 
experience.
There was no significant main effect for certification level, F(3,73) = 0.70, 
p  = .558, nor was there a significant interaction between certification level and time, 
F(6,146) = 2.10,/? = .057. Table 13 summarizes the means and standard deviations 
relevant to this question.
Construct 2 -  Task Concerns. There was a significant interaction between time, 
and certification level, F(6,146) = 3.051, p  = .003. Stress varied significantly across 
certification levels immediately before the student teaching experience, F{3,73) = 4.670, 
p  = .005, according to simple main effects follow-up tests. Using the Bonferroni 
adjustment for follow-up pairwise comparison tests, stress was significantly greater for 
elementary student teachers (M= 2.97, SD = 0.65) than for K-12 student teachers 
(M= 2.12, SD = 0.93) (p = .008).
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Table 13
Means and Standard Deviations as a Function o f Time and Certification Categories fo r
the Stress Construct o f  Self-Concerns
Time Certification Mean SD n
Time 1 Elementary 3.0138 0.75466 45
Middle 3.1310 0.38177 6
Secondary 2.5821 0.97715 18
K-12 2.3482 1.06661 8
Total 2.8529 0.85046 77
Time 2 Elementary 2.4331 0.83981 45
Middle 2.7885 0.64867 6
Secondary 2.5238 0.91637 18
K-12 2.3482 1.07002 8
Total 2.4732 0.86043 77
Time 3 Elementary 1.9270 0.82523 45
Middle 2.4167 0.50592 6
Secondary 1.9762 0.88369 18
K-12 2.1339 0.96471 8
Total 1.9981 0.83089 77
Certification Level Elementary 2.4580 0.68853 45
Middle 2.7790 0.70300 6
Secondary 2.3610 0.70428 18
K-12 2.2770 0.70145 8
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Simple main effects follow-up tests for each level of certification indicated that 
stress varied significantly for both the elementary, F(2,72) = 45.35, /K.0005, and 
secondary teachers, F(2,72) = 8.95,/?<.0005. Using the Bonferroni adjustment for 
follow-up pairwise comparison tests, stress was greater for elementary teachers 
immediately before (M = 2.97, SD = 0.65) than at the midpoint (M= 2.50,
SD = 0.66), which in turn was significantly greater than at the end (M= 1.98, SD = 0.58) 
of the student teaching experience (p<.0005).
Using the Bonferroni adjustment for follow-up pairwise comparison tests, stress 
was significantly greater for secondary teachers immediately before (M=  2.54,
SD -  0.65) than at the end (M= 2.11, SD = 0.74) of the student teaching experience 
ip -  .047). Stress was also significantly greater for secondary teachers at the midpoint 
(M= 2.65, SD = 0.98) than at the end (M = 2.11, SD -  0.74) of the student teaching 
experience (p<.0005). Table 14 summarizes the means and standard deviations relevant 
to this question.
Construct 3 -  Impact Concerns. There was a significant main effect for time, 
F(2,146) = 10.16,/?<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.78, SD = 0.82) than at the midpoint (M = 2.52, SD = 0.82), which in turn was 
significantly greater than at the end (M= 2.15, SD = 0.78) of the student teaching 
experience.
There was no significant main effect for certification level, F(3,73) = 0.70,
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Table 14
Means and Standard Deviations as a Function o f Time and Certification Categories fo r
the Stress Construct o f  Task Concerns
Time Certification Mean SD n
Time 1 Elementary 2.9658 0.64807 45
Middle 2.8590 0.25005 6
Secondary 2.5427 0.64708 18
K-12 2.1154 0.92856 8
Total 2.7702 0.70782 77
Time 2 Elementary 2.5037 0.65935 45
Middle 2.7436 0.27806 6
Secondary 2.6484 0.97701 18
K-12 2.3750 1.06066 8
Total 2.5429 0.76394 77
Time 3 Elementary 1.9766 0.58191 45
Middle 2.5769 0.33968 6
Secondary 2.1111 0.74403 18
K-12 1.8558 0.96115 8
Total 2.0423 0.66517 77
Certification Level Elementary 2.4820 0.57691 45
Middle 2.7260 0.57563 6
Secondary 2.4340 0.57700 18
K-12 2.1150 0.57700 8
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p  — .553, nor was there a significant interaction between certification level and time,
F(6,146) = 1.31,/? = .259. Table 15 summarizes the means and standard deviations 
relevant to this question.
Construct 4 -  Personal and Career Concerns. There was no significant main 
effect for time, F(2,146) = 3.29,p  = .040, or certification level, F(3,73) = 3.56,p  = .01. 
There was also no significant interaction between certification level and time,
F(6,146) = 1.18,/? = .322. Table 16 summarizes the means and standard deviations 
relevant to this question.
Research Questions 6
Did the number of hours of employment during student teaching significantly 
affect the level of stress experienced in each of the areas of stress at each of the three 
points during the student teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,148) = 15.65,/?<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.85, SD = 0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (M  = 2.00, SD -  0.83) of the student teaching 
experience.
There was no significant main effect for number of hours of employment, 
F(2,14) = 0.185,/? = .831, nor was there a significant interaction between number of 
hours of employment and time, F(4,148) = 1.56,/? = .189. Table 17 summarizes the 
means and standard deviations relevant to this question.
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Table 15
Means and Standard Deviations as a Function o f Time and Certification Categories for
the Stress Construct o f  Impact Concerns
Time Certification Mean SD n
Time 1 Elementary 2.9167 0.81381 45
Middle 2.9479 0.55539 6
Secondary 2.5660 0.79534 18
K-12 2.3359 0.98308 8
Total 2.7768 0.82408 77
Time 2 Elementary 2.4944 0.71196 45
Middle 2.7188 0.53290 6
Secondary 2.5486 1.05840 18
K-12 2.4297 1.05984 8
Total 2.5178 0.81898 77
Time 3 Elementary 2.1235 0.76867 45
Middle 2.4688 0.50273 6
Secondary 2.2516 0.83136 18
K-12 1.8672 0.86308 8
Total 2.1537 0.77537 77
Certification Level Elementary 2.5120 0.67082 45
Middle 2.7120 0.67361 6
Secondary 2.4550 0.67458 18
K-12 2.2110 0.67317 8
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Table 16
Means and Standard Deviations as a Function o f Time and Certification Categories fo r
the Stress Construct o f  Personal and Career Concerns
Time Certification Mean SD n
Time 1 Elementary 3.5535 0.91338 45
Middle 3.1061 0.51560 6
Secondary 2.7121 0.97077 18
K-12 2.6250 1.37221 8
Total 3.2255 1.02466 77
Time 2 Elementary 3.5616 0.83932 45
Middle 3.6061 0.67705 6
Secondary 3.0505 1.07122 18
K-12 2.8864 1.49675 8
Total 3.3754 0.98789 77
Time 3 Elementary 3.1020 0.91687 45
Middle 3.4242 0.69868 6
Secondary 2.5298 0.91916 18
K-12 2.7500 1.45597 8
Total 2.9568 0.99018 77
Certification Level Elementary 3.4060 0.81169 45
Middle 3.3790 0.81323 6
Secondary 2.7640 0.81459 18
K-12 2.7540 0.81459 8
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Means and Standard Deviations as a Function o f Time and Number o f  Hours o f
Employment Categories fo r  the Stress Construct o f  Self-Concerns
Time Hours of Employment Mean SD n
Time 1 I will not be employed 2.7794 0.73547 26
1-20 hours per week 2.9670 0.88324 44
21-40 hours per week 2.4082 0.98346 7
Total 2.8529 0.85046 77
Time 2 I will not be employed 2.3814 0.85095 26
1-20 hours per week 2.5037 0.84607 44
21-40 hours per week 2.6224 1.07753 7
Total 2.4732 0.86043 77
Time 3 I will not be employed 1.9890 0.81107 26
1-20 hours per week 1.9805 0.84857 44
21-40 hours per week 2.1429 0.90351 7
Total 1.9981 0.83089 77
Hours of Employment I will not be employed 2.3830 0.70367 26
1-20 hours per week 2.4840 0.70312 44
21-40 hours per week 2.3910 0.70642 7
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Construct 2 -  Task Concerns. There was a significant main effect for time,
F(2,148) = 19.41,/><.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M - 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD = 0.76), which in turn was 
significantly greater than at the end (M = 2.04, SD = 0.67) of the student teaching 
experience.
There was no significant main effect for number of hours of employment,
F(2,14) = 0.03, p  = .966, nor was there a significant interaction between number of hours 
of employment and time, F(4,148) = 1.48,/) = .215. Table 18 summarizes the means and 
standard deviations relevant to this question.
Construct 3 -  Impact Concerns. There was a significant main effect for time, 
F(2,148) = 9.89,/><.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.78, SD = 0.82) than at the midpoint (M= 2.52, SD = 0.82), which in turn was 
significantly greater than at the end (M= 2.15, SD = 0.78) of the student teaching 
experience.
There was no significant main effect for number of hours of employment,
F(2,74) = 0.38,/) = .683, nor was there a significant interaction between number of hours 
of employment and time, F(4,148) = 1.80,/) = .137. Table 19 summarizes the means and 
standard deviations relevant to this question.
Construct 4 -  Personal and Career Concerns. There was a significant main 
effect for time, F(2,148) = 4.97, p = .008. Follow-up Tukey pairwise comparison tests
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Table 18
Means and Standard Deviations as a Function o f  Time and Number o f Hours o f
Employment Categories fo r the Stress Construct o f  Task Concerns
Time Hours of Employment Mean SD n
Time 1 I will not be employed 2.7456 0.70995 26
1-20 hours per week 2.8374 0.70583 44
21-40 hours per week 2.4396 0.71572 7
Total 2.7702 0.70782 77
Time 2 I will not be employed 2.5877 0.72892 26
1-20 hours per week 2.4856 0.68157 44
21-40 hours per week 2.7363 1.33150 7
Total 2.5429 0.76394 77
Time 3 I will not be employed 2.0917 0.69725 26
1-20 hours per week 2.0052 0.62214 44
21-40 hours per week 2.0916 0.88389 7
Total 2.0423 0.66517 77
Hours of Employment I will not be employed 2.4750 0.58639 26
1-20 hours per week 2.4430 0.59036 44
21-40 hours per week 2.4220 0.58736 7
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Table 19
Means and Standard Deviations as a Function o f Time and Number o f  Hours o f
Employment Categories fo r the Stress Construct ofImpact Concerns
Time Hours of Employment Mean SD n
Time 1 I will not be employed 2.9255 0.71196 26
1-20 hours per week 2.7798 0.86082 44
21-40 hours per week 2.2054 0.83830 7
Total 2.7768 0.82408 77
Time 2 I will not be employed 2.5575 0.78073 26
1-20 hours per week 2.4744 0.79820 44
21-40 hours per week 2.6429 1.16241 7
Total 2.5178 0.81898 77
Time 3 I will not be employed 2.2018 0.77108 26
1-20 hours per week 2.1278 0.76830 44
21-40 hours per week 2.1381 0.94459 7
Total 2.1537 0.77537 77
Hours of Employment I will not be employed 2.5620 0.67307 26
1-20 hours per week 2.4610 0.67659 44
21-40 hours per week 2.3290 0.67467 7
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using a .05 familywise alpha level indicated that stress was significantly greater 
immediately before (.M= 3.23, SD = 1.03) than at the end (M= 2.96, SD = 0.99) of the 
student teaching experience. Stress was also significantly greater at the midpoint 
(M = 3.38, SD = 0.99) than at the end (M  = 2.96, SD = 0.99) of the student teaching 
experience.
There was no significant main effect for the number of hours of employment,
F( 2,1 A) = 3.57 ,p  = .033, nor was there a significant interaction between number of hours 
of employment and time, F(4,148) = 1.67, p  = .161. Table 20 summarizes the means and 
standard deviations relevant to this question.
Research Question 7
Did the ethnicity of the student teacher significantly affect the level of stress 
experienced in each of the areas of stress at each of the three points during the student 
teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,150) = 9.22, j><.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.85, SD -  0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (M= 2.00, SD -  0.83) of the student teaching 
experience.
There was no significant main effect for ethnicity, F(l,75) = 2.66,p  = .107, nor 
was there a significant interaction between ethnicity and time, F(2,150) = 0.64, p  = .527. 
Table 21 summarizes the means and standard deviations relevant to this question.
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Table 20
Means and Standard Deviations as a Function o f Time and Number o f  Hours o f
Employment Categories fo r the Stress Construct o f  Personal and Career Concerns
Time Hours of Employment Mean SD n
Time 1 I will not be employed 2.9126 1.02320 26
1-20 hours per week 3.4773 0.97973 44
21-40 hours per week 2.8052 0.98113 7
Total 3.2255 1.02466 77
Time 2 I will not be employed 2.9790 0.97177 26
1-20 hours per week 3.5682 0.86979 44
21-40 hours per week 3.6364 1.40444 7
Total 3.3754 0.98789 77
Time 3 I will not be employed 2.6224 1.02874 26
1-20 hours per week 3.1052 0.89744 44
21-40 hours per week 3.2662 1.21640 7
Total 2.9568 0.99018 77
Hours of Employment I will not be employed 2.8380 0.82604 26
1-20 hours per week 3.3840 0.82916 44
21 -40 hours per week 3.2360 0.82812 7
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Table 21
Means and Standard Deviations as a Function o f Time and Ethnicity Categories fo r  the
Stress Construct o f  Self-Concerns
Time Ethnicity Mean SD n
Time 1 Caucasian 2.8309 0.88354 70
Minorities 3.0722 0.34993 7
Total 2.8529 0.85046 77
Time 2 Caucasian 2.4287 0.86205 70
Minorities 2.9184 0.75978 7
Total 2.4732 0.86043 77
Time 3 Caucasian 1.9429 0.80239 70
Minorities 2.5510 0.97391 7
Total 1.9981 0.83089 77
Ethnicity Caucasian 2.4010 0.69443 70
Minorities 2.8470 0.69054 7
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Construct 2 -  Task Concerns. There was a significant main effect for time, 
F(2,150) = 12.97,/K.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD = 0.76), which in turn was 
significantly greater than at the end (M= 2.04, SD = 0.67) of the student teaching 
experience.
There was no significant main effect for ethnicity, F(1,75) = 1.66, p  = .201, nor 
was there a significant interaction between ethnicity and time, F(2,150) = 0.03,p  = .957. 
Table 22 summarizes the means and standard deviations relevant to this question.
Construct 3 — Impact Concerns. There was a significant main effect for time, 
F(2,150) = 13.50,/K.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M = 2.78, SD = 0.82) than at the midpoint (M= 2.52, SD = 0.82), which in turn was 
significantly greater than at the end (M= 2.15, SD = 0.78) of the student teaching 
experience.
There was no significant main effect for ethnicity, F(l,75) = 1.02,p  = .316, nor 
was there a significant interaction between ethnicity and time, F(2,150) = 1.02,/? = .359. 
Table 23 summarizes the means and standard deviations relevant to this question.
Construct 4 -  Personal and Career Concerns. There was a significant main 
effect for time, F(2,150) = 5.38,/? = .006. Follow-up Tukey pairwise comparison tests 
using a .05 familywise alpha level indicated that stress was significantly greater
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Table 22
Means and Standard Deviations as a Function o f Time and Ethnicity Categories fo r  the
Stress Construct o f Task Concerns
Time Ethnicity Mean SD n
Time 1 Caucasian 2.7429 0.68975 70
Minorities 3.0440 0.88250 7
Total 2.7702 0.70782 77
Time 2 Caucasian 2.5194 0.78450 70
Minorities 2.7772 0.49427 7
Total 2.5429 0.76394 77
Time 3 Caucasian 2.0125 0.68398 70
Minorities 2.3407 0.33192 7
Total 2.0423 0.66517 77
Ethnicity Caucasian 2.4250 0.57730 70
Minorities 2.7210 0.57942 7
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Table 23
Means and Standard Deviations as a Function o f and Ethnicity Categories fo r  the Stress
Construct o f  Impact Concerns
Time Ethnicity Mean SD n
Time 1 Caucasian 2.7375 0.80276 70
Minorities 3.1696 0.99655 7
Total 2.7768 0.82408 77
Time 2 Caucasian 2.4857 0.83968 70
Minorities 2.8393 0.50500 7
Total 2.5178 0.81898 77
Time Caucasian 2.1521 0.79411 70
Minorities 2.1696 0.60242 7
Total 2.1537 0.77537 77
Ethnicity Caucasian 2.4580 0.66933 70
Minorities 2.7260 0.66938 7
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immediately before (M= 3.23, SD = 1.03) than at the end (M= 2.96, SD = 0.99) of the 
student teaching experience. Stress was also significantly greater at the midpoint 
(M= 3.38, SD = 0.99) than at the end (M= 2.96, SD = 0.99) of the student teaching 
experience. There was no significant main effect for ethnicity, F(l,75) = 0.78,p  = .379, 
nor was there a significant interaction between ethnicity and time, F(2,150) = 0.68, 
p  = .504. Table 24 summarizes the means and standard deviations relevant to this 
question.
Research Question 8
Did the preparation program (traditional or alternative) of the student teacher 
significantly affect the level of stress experienced in each of the areas of stress at each of 
the three points during the student teaching semester?
Construct 1 -  Self-Concerns. There was a significant main effect for time, 
F(2,150) -  9.52,/?<.0005. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.85, SD = 0.85) than at the midpoint (M= 2.47, SD = 0.86), which in turn was 
significantly greater than at the end (M= 2.00, SD -  0.83) of the student teaching 
experience.
There was no significant main effect for preparation program, F(l,75) = 0.92, 
p  = .342, nor was there a significant interaction between preparation program and time, 
F(2,150) = 1.86,/? = .159. Table 25 summarizes the means and standard deviations 
relevant to this question.
Construct 2 -  Task Concerns. There was a significant main effect for time,
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Table 24
Means and Standard Deviations as a Function o f Time and Ethnicity Categories fo r  the
Stress Construct o f  Personal and Career Concerns
Time Ethnicity Mean SD n
Time 1 Caucasian 3.2026 1.03793 70
Minorities 3.4545 0.91814 7
Total 3.2255 1.02466 77
Time 2 Caucasian 3.3273 1.00083 70
Minorities 3.8571 0.73828 7
Total 3.3754 0.98789 77
Time 3 Caucasian 2.9460 0.99212 70
Minorities 3.0649 1.04145 7
Total 2.9568 0.99018 77
Ethnicity Caucasian 3.1590 0.85340 70
Minorities 3.4590 0.85722 7
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Table 25
Means and Standard Deviations as a Function o f Time and Preparation Program
Categories for the Stress Construct o f Self-Concerns
Time Program Mean SD n
Time 1 Alternative 2.3944 0.78797 9
Traditional 2.9135 0.84518 68
Total 2.8529 0.85046 77
Time 2 Alternative 2.2619 0.73800 9
Traditional 2.5012 0.87634 68
Total 2.4732 0.86043 77
Time 3 Alternative 2.0397 0.96436 9
Traditional 1.9926 0.81964 68
Total 1.9981 0.83089 77
Program Alternative 2.2320 0.69900 9
Traditional 2.4690 0.70093 68
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F(2,150) = 6.81 ,/? = .001. Follow-up Tukey pairwise comparison tests using a .05 
familywise alpha level indicated that stress was significantly greater immediately before 
(M= 2.77, SD = 0.71) than at the midpoint (M= 2.54, SD = 0.76), which in turn was 
significantly greater than at the end (M= 2.04, SD = 0.67) of the student teaching 
experience.
There was no significant main effect for preparation program, F(l,75) = 0.29, 
p  = .592, nor was there a significant interaction between preparation program and time, 
F(2,150) = 4.50,/? = .017. Table 26 summarizes the means and standard deviations 
relevant to this question.
Construct 3 -  Impact Concerns. There was no significant main effect for time, 
F(2,150) = 4.48,/? = .015, or preparation program, F(l,75) = 0.55,/? = .459. There was 
also no significant interaction between preparation program and time, F(2,150) = 2.24, 
p  = .114. Table 27 summarizes the means and standard deviations relevant to this 
question.
Construct 4 -  Personal and Career Concerns. There was no significant main 
effect for time, F(2,150) = 1.40,/? = .249, or preparation program, F(l,75) = 4.81, 
p  = .031). There was also no significant interaction between preparation program and 
time, F(2,150) = 2.00, p  = .140. Table 28 summarizes the means and standard deviations 
relevant to this question.
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Table 26
Means and Standard Deviations as a Function o f Time and Preparation Program
Categories fo r  the Stress Construct o f  Task Concerns
Time Program Mean SD n
Time 1 Alternative 2.3932 .82799 9
Traditional 2.8201 0.68178 68
Total 2.7702 0.70782 77
Time 2 Alternative 2.3590 0.86003 9
Traditional 2.5672 0.75402 68
Total 2.5429 0.76394 77
Time 3 Alternative 2.3077 0.86773 9
Traditional 2.0072 0.63345 68
Total 2.0423 0.66517 77
Program Alternative 2.3530 0.58500 9
Traditional 2.4650 0.20082 68
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Table 27
Means and Standard Deviations as a Function o f Time and Preparation Program
Categories fo r the Stress Construct o f  Impact Concerns
Time Program Mean SD n
Time 1 Alternative 2.4167 0.76035 9
Traditional 2.8244 0.82558 68
Total 2.7768 0.82408 77
Time 2 Alternative 2.2778 0.76234 9
Traditional 2.5496 0.82624 68
Total 2.5178 0.81898 77
Time 3 Alternative 2.2847 0.94016 9
Traditional 2.1364 0.75750 68
Total 2.1537 0.77537 77
Program Alternative 2.3260 0.67200 9
Traditional 2.5030 0.66794 68
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Table 28
Means and Standard Deviations as a Function o f Time and Preparation Program
Categories for the Stress Construct o f  Personal and Career Concerns
Time Program Mean SD n
Time 1 Alternative 2.4242 0.75103 9
Traditional 3.3316 1.01290 68
Total 3.2255 1.02466 77
Time 2 Alternative 2.7172 1.00766 9
Traditional 3.4626 0.95910 68
Total 3.3754 0.98789 77
Time 3 Alternative 2.6970 1.18705 9
Traditional 2.9912 0.96625 68
Total 2.9568 0.99018 77
Program Alternative 2.6130 0.83400 9
Traditional 3.2620 0.83267 68




This chapter summarizes the results of this study. Findings relevant to the study’s 
research questions and general observations are discussed. Implications based on the 
findings are also included.
The purpose of this study was to examine student teacher stress as it related to 
Fuller’s (1969) developmental conceptualization theory of the three phases of student 
teacher concerns. The findings of this study were not consistent with Fuller’s theory. In 
contrast to Fuller’s theory which indicates that student teachers are in a non-concern 
phase prior to student teaching, the student teachers in this study indicated that their 
stress was highest at immediately before student teaching. Furthermore, Fuller’s model 
suggests that stress in the areas of self-concems, task concerns, and impact concerns 
would increase as the student teacher progresses through the student teaching experience. 
The student teachers in this study showed significant decreases in these areas of stress as 
they progressed through the student teaching experience. Finally, the area of stress in 
which student teachers in this study reported the highest level of stress (personal and 
career concerns) is not part of Fuller’s model.
Discussion o f Research Questions
Areas o f Stress
Personal and career concerns. Personal and career concerns were identified as 
the area of highest stress at each of the three data collection points by the student teachers 
included in this study. Through an examination of the individual Likert items within the
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personal and career concerns construct, items related to several themes emerged over the 
course of the research study. These themes related to: (a) securing employment;
(b) meeting financial obligations; and (c) balancing student teaching responsibilities with 
personal and family commitments.
In addition to responses to the Likert items of the survey, these concerns were 
also reflected in the open-ended responses to the survey item that asked the student 
teachers to identify any additional areas of stress. For example, one student teacher 
compared the stress of classroom teaching responsibilities to the stress of the job search 
by stating, “Overall, the most stress I have is not knowing if I have a job after I 
graduate.” Another student teacher shared a similar comment, “My student teaching 
experience has been wonderful!! I am just stressed about finding a job.”
It is worthy to note that during the time in which this study was conducted (Spring 
2003) the national and local economies were struggling and overall unemployment rates 
had been increasing. Demand for teachers had dropped slightly over the previous three 
years in the Midwest but was still categorized as having “some shortage” (American 
Association for Employment in Education, Inc., 2000, 2001, 2002).
Interestingly, none of the comments related to securing employment specifically 
mentioned the availability or lack of availability of open positions. However, there were 
many specific comments regarding the stress of the job search process. For example, 
when students responded to the open-ended survey item they provided comments similar 
to the following in regard to their future employment: “Getting through everything that is 
required of you.. .paperwork, resumes, applications, surveys, evaluations, etc.”, “Making
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sure I have all the paper work complete and my file is complete by the due dates”, 
“Getting all my dang letters of recommendation INTO [s/c] my credential file”, and 
“What to fill out on an application when I do not have everything that is required for 
filling out the application.”
The student teachers included in this study also provided poignant statements 
regarding the financial stresses they felt during the student teaching experience. One 
student teacher stated, “I can’t even afford to eat while I’m student teaching and 
coaching. This is the most financially stressful time in my 27 years.” Another student 
teacher noted the difference in her capstone experience from those of students in other 
professional preparation programs. “I still cannot understand why nearly every other 
profession gets some sort of pay for ‘intemship/practicum/resident’ type of experiences. 
Education is quite backward in this regard. Something needs to be done about this.”
The student teachers also commented on the difficulty of balancing personal and 
family responsibilities with that of student teaching. One student stated, “I have been 
extremely busy and have very little time to spend with my family or just personal time for 
me.” Another student teacher reported her greatest stress was related to the difficulty of 
finding care for her own children when they were ill.
The finding that the area of personal and career concerns was the construct in 
which student teachers included in this study reported the highest level of stress is 
important because data regarding this area of concern has not been systematically 
gathered and analyzed in past research regarding stress and student teaching. The results 
of the CSSST and the responses to the open-ended item regarding stress during the
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student teaching experience indicate that this is an important and potentially stressful 
aspect of the student teaching experience.
It is important to note that the student teachers included in this study were 
completing their student teaching experience in the spring semester of the academic year. 
The spring semester (January through May) coincides with the time of the year in which 
K-12 school districts hire a majority of their teaching staffs (Kersten, 2003). The hiring 
cycle of the teaching profession requires those candidates who are completing the student 
teaching experience in the spring semester to meet the demands of student teaching while 
simultaneously completing the many tasks related to the job search if they wish to be 
viable candidates for open teaching positions for the following academic year. In 
comparison, candidates who complete the student teaching experience in the fall semester 
may feel that they have additional time after finishing the student teaching experience to 
complete the components of the job search and still be viable candidates for open 
teaching positions for the following academic year.
Self-concerns. At each of the three data collection points within the self-concerns 
construct, the student teachers included in this study rated those items regarding their 
cooperating teachers and university supervisors as more stressful than other items within 
the construct. To a lesser extent, the items regarding building administrators were also 
identified as being more stressful than other self-concern items. These areas of stress, 
particularly the relationship issues with cooperating teachers and university supervisors, 
were reflected in the responses of the student teachers to the open-ended survey item.
For example, one student teacher wrote,
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Student teachers are put into very precarious situations. They have worked so 
very hard to reach a goal and then their future is in the hands of some person that 
[sic] could be great or could be awful. The cooperating teacher’s name is on 
every application and in the credential file. The student is stuck with ensuring 
that he/she does not make the cooperating teacher unhappy.
Another student teacher vividly articulated the concern felt regarding the 
cooperating teacher in this comment,
I’m modeling alot [sic] after my cooperating teacher. Unfortunately, I don’t feel 
comfortable trying my own ideas. It’s her way or the hiway [sic]! But, this is 
good for me. I’m learning what I don’t want in my classroom. I’ll have to go 
through a ‘deprogramming’ session with the help of other respected educators 
after the semester to rid my mind of all the bad habits I’ve picked up. This is 
what really and truelly [sic] sucks about student teaching!
Yet another student teacher described the level of stress regarding the 
cooperating teacher with the following comment,
My cooperating teacher has certainly added to my stress. She is very strict with 
the students and does a lot of yelling. Also, she is very controlling, and I have 
been allowed to make very few decisions. The stress I feel has been greatly 
magnified as a result of her personality and approaches.
Relationships with university supervisors were also a concern for the student 
teachers included in this study. In response to the open-ended survey item which asked
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the student teachers to name additional stressors, one student teacher identified, “The 
stress of having a supervisor that I don’t necessary [sic] have a good rapport with.”
Another student teacher described the relationship with the university supervisor 
in this statement, “The supervisors want us to use the theories and special methods we 
have learned as much as we can but often times we are rushed or worrying more about 
getting our lesson plans complete and detailed....” The same student teacher described 
stress related to the tension between the expectations of the university supervisor and the 
cooperating teacher with the following statement, “We need to focus on what it is really 
like instead of theory this and theory that. In school they need to emphasis [sic] real life 
situations not pretend all the time.” Another student teacher voiced a similar concern in a 
comment that stated, “Teaching Style of Teacher [sic] should be current with universities 
[sic] expectations.”
The findings related to the stress associated with the relationships inherent in the 
student teaching experience are consistent with past research (Clement, 1999; Cole & 
Knowles, 1995; Hynes-Dusel, 1999; Guillaume & Rudney, 1996; Head & Hill, 1996; 
Murray-Harvey et al., 2000; Sinclair & Nicoll, 1992; Smith, 2000; Sorenson & Halpert, 
1968; Zeichner & Tabachnick, 1981). Furthermore, the evaluations of the cooperating 
teacher and the university supervisors, and at times the building administrator, provide 
crucial employment references for the student teachers (Schwebel et al., 1992). As one 
student teacher stated, “I think it can be stressful when you hear the cooperating teacher 
talk about you to others and you do not know what was said.” Another student teacher
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voiced the concern regarding the evaluation of the cooperating teacher with this 
comment,
I made it through this situation, and I have a great recommendation from my 
cooperating teacher, but I have had to do a lot of cowtowing (sp?) [szc] and being 
solicitous to keep on the good side of this teacher. I hated having to do this. I 
loved being with the students. I did not like being with my teacher.
These comments may be an indication that the stresses related to these relationships 
influence not only the stress in the area of self-concerns but may very well also influence 
the stress level in the area of personal and career concerns, particularly those concerns 
related to the job search process.
Task concerns. At each of the three data collection points within the area of task 
concerns, two items: (a) managing the behavior of students in the classroom and - 
(b) completing the amount of work that is involved in being a successful student teacher 
were rated as more stressful than other items within the construct. Compared to the 
number of comments related to cooperating teachers, there were fewer comments related 
to classroom management in response to the open-ended item of the survey. However, 
one student teacher described what appeared to be intense stress related to classroom 
management with the following statement,
Behaviors are positive while the cooperating teacher is in the classroom, but the 
minute she/he leaves the room things change. Behaviors really become an issue 
raising the stress level to a point of complete exhaustion, disbelief, and feeling of
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failure. No methods class can teach one what to expect or how to handle each end 
[sic] every situation.
Likewise, another student teacher described feeling “helpless” about management 
issues related to classroom transitions in this comment,
I have trouble managing the student talking during transitions. I can’t seem to get 
the attention back after an activity. Once they are working it is fine, but the 
beginning of class transitions and end of class are very tough. I feel frustrated and 
helpless with this one situation.
The findings regarding the stress related to task concerns and in particular, 
classroom management, are not surprising as this area of stress has been well- 
documented in past research (Abede & Shaughnessy, 1997; Clement, 1999; Davis, 1990; 
Guillaume & Rudney, 1993; Hunter-Boykin & Thompson, 1993; MacDonald, 1993; 
Morton et al., 1997; Murray-Harvey et al., 2000; Murwin & Matt, 1990; Romeo, 1987; 
Schwebel et al., 1992; Smith, 2000; Sorenson & Halpert, 1968; Sullivan, 1979; Travers et 
al., 1952; Womack, 1983). What is surprising is that this area of stress, so commonly 
documented in past research, did not reach even the moderately stressful range for the 
student teachers included in this study.
There may be several reasons for the surprisingly low levels of perceived stress in 
the area of task concerns. First, the preservice program completed by the student teachers 
included in this study adequately prepared them for the challenges of classroom 
management. Second, the student teachers included in this study were placed in
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
117
classrooms at the beginning of the second academic semester and may have benefited 
from well-established management patterns developed during the first semester of the 
K-12 school year. Third, the cooperating teachers may have intervened in some 
classroom management issues in an attempt to “help” the student teachers and thus, 
minimized some of the stress related to classroom management. However, this warrants 
further investigation in that one student teacher found this “help” to also be a source of 
stress related to the relationship with the cooperating teacher. The student teacher 
commented, “She continually intrudes when I teach to correct the behavior of students...
I find this all very frustrating and stressful.”
Impact concerns. Finally, at each of the three data collection points within the 
impact concerns construct, two themes emerged. Items related to differentiation of 
instruction and student motivation were identified by the student teachers included in this 
study as more stressful than other items within the construct. Interestingly, there were no 
student teacher comments in response to the open-ended survey item regarding either of 
these areas.
Although the computed means for the impact concerns construct were very 
similar to the computed means for the self-concerns and task concerns constructs at each 
of the three data collection points, the lack of student teacher comments in the area of 
impact concerns compared to the numerous and, at times, dramatic comments in the areas 
of self-concerns and task concerns is interesting. This may be an indication that the 
student teachers included in the study were not experiencing the stress in the three areas 
with similar intensity.
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Another possible explanation for the lack of comments regarding impact concerns 
is that the student teachers included in this study may have had other opportunities, such 
as conversations with cooperating teachers and university supervisors, where they felt 
they could safely discuss the stresses they were experiencing regarding impact concerns. 
Thus, they did not feel the need to elaborate on or express their stress in the open-ended 
comment section of the survey. However, the student teachers perhaps did not feel there 
were available options to safely and non-judgmentally discuss other stresses such as those 
dealing with cooperating teachers, university supervisors, or classroom management.
One student teacher who made a lengthy comment regarding frustration with the 
cooperating teacher voiced this perception at the conclusion of her comment,
.. .1 did not feel that I should say anything to the University [sic]. I felt this way 
because how would I explain to a prospective employer why I moved from one 
teacher and school to the next. My experience has been that people feel that the 
novice in a situation is the one who has the problem. I felt that it would be 
difficult to explain to a principal why I had left one school for another, and I feel 
that I would be marked as someone who could not get along with others, not that 
the teacher was difficult.
This may suggest that the student teachers included in this study perceived it to be 
acceptable to admit concerns about meeting the needs of individual learners and how to 
motivate students. However, the student teachers may have also perceived that it would 
not be acceptable or they would receive less favorable evaluations if they admitted
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concerns about the professional relationships inherent to student teaching and classroom 
management.
Findings Relevant to Changes Over Time
As the student teachers included in this study progressed through the student 
teaching experience, their perceived levels of stress in the areas of self-concerns, task 
concerns, and impact concerns decreased significantly. There were also changes in the 
perceived level of stress in the personal and career concerns area. There was a slight, 
nonsignificant increase in personal and career concerns from the beginning to the 
midpoint of the student teaching experience. However, there were significant decreases 
in personal and career concerns from the beginning to end and from the midpoint to end 
of the student teaching experience.
Although the increase in the area of personal and career concerns from the 
beginning to midpoint of the student teaching semester was nonsignificant, it is 
interesting to note that this is the only area that showed any increase in the perceived 
level of stress during the student teaching experience. This may be another indication of 
the importance of including the area of personal and career concerns in any future 
research regarding student teaching stress.
The findings relevant to time suggest that as the student teachers included in this 
study spent more time in their new student teaching roles, their perceived levels of stress 
decreased. The overwhelming influence of time on the levels of stress of the student 
teachers was found consistently in the survey results of this study.
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There are several possible reasons for the decrease in the student teachers’ 
perceived levels of stress over time. First, as Fuller (1969) suggested, for the student 
teachers included in this study, the concerns that existed prior to beginning the student 
teaching experience may have been based on hearsay and rumor. As two student teachers 
responded to the open-ended survey item when completing the survey immediately prior 
to the beginning of the student teaching experience, “just [src] getting started” and 
“Waiting!” were stressful. Student teachers may have envisioned the “worst-case 
scenario” and actually may have felt a sense of relief when they met their cooperating 
teachers, building administrators, and students; learned the policies and procedures of 
their assigned buildings and classrooms; and began to more clearly understand and adjust 
to their role as teacher rather than student. As one student teacher stated when 
completing the survey at the midpoint of the student teaching experience, “Other than 
that (knowing if I will have a job) I feel student teaching is less stressful than I had 
anticipated!”
Second, it is possible that the support networks available to the student teachers 
included in this study through either the teacher preparation institution or the K-12 
schools may have provided the student teachers with opportunities to discuss and 
problem-solve concerns that they may have had. The student teachers included in this 
study had periodic contact with university supervisors who were trained to assist the 
student teachers with the many types of issues reflected in the items included in the self- 
concerns, task concerns, and impact concerns areas of the CSSST. The student teachers 
also had access to the university’s career services and received periodic job search
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bulletins throughout the student teaching experience that may have addressed some of the 
concerns they had related to the items in the personal and career concerns area.
Third, there is the possibility that the student teachers included in this study 
simply became desensitized to the stresses that they were facing. If the stress faced by 
the student teachers was prolonged to the point of desensitization, this could lead to the 
beginning stages of job burnout. Certainly, the student teachers who described feeling 
“helpless” and stated that student behaviors became an “issue raising the stress level to a 
point of complete exhaustion, disbelief, and feeling of failure” were identifying some of 
the common attributes of job bumout (Greenglass, et. al., 1995; Maslach, 1998; Ogus, 
1995). The possibility of bumout is an important consideration, in that the risk for 
teacher bumout is highest at the early stages of teaching and has been found to start as 
early as the student teaching semester (Gold, 1985; Greer & Greer, 1992).
Although Fuller may shed some light on the understanding of the changes in the 
student teachers’ perceptions of stress, the findings of this study relevant to changes over 
time are not entirely consistent with Fuller’s (1969) developmental theory of student 
teacher concerns. According to Fuller, the student teachers’ stress in the areas of self- 
concerns and task concerns would have increased as the student teachers became more 
involved in classroom responsibilities (by the midpoint of the student teaching 
experience) and impact concerns would have increased as the student teachers neared the 
end of the student teaching experience. Fuller’s (1969) model did not include personal 
and career concerns.
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There are several possible reasons why the findings of this study did not follow 
Fuller’s model. First, Fuller’s primary research involved a collection of interviews with a 
very small number (6) of student teachers and written statements taken from 29 student 
teachers. Given the smaller number of subjects and the research design, Fuller may have 
had a more personal connection with the subjects in which they may have been more 
likely to openly express concerns than were the subjects involved in this study.
Second, the written statements used by Fuller were collected at 2-week intervals. 
The greater number of data collection points may have allowed Fuller to detect more 
subtle changes than were detected with the three data collection points used in this study.
Third, Fuller’s theory was developed over 30 years ago. The number and degree 
of changes within preservice preparation programs and K-12 schools during the past 30 
years have been phenomenal. These changes may make Fuller’s theory less applicable 
for today’s educational environment. The findings relevant to the changes over time raise 
doubt regarding the viability of Fuller’s theory in regard to self-concerns, task concerns, 
and impact concerns. The findings relevant to time and the previous discussion of the 
areas of stress suggest that Fuller’s theory may be missing an important component, 
personal and career concerns, regarding the stress experienced by student teachers. 
Findings Relevant to Demographic Variables
This study also examined a number of demographic independent variables. These 
variables were analyzed to determine what factors other than time impacted the student 
teachers’ perceptions of stress. For the student teachers included in this study, 
perceptions of stress did not significantly differ within gender, ethnicity, number of hours
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of employment, and type of preparation program categories. However, there were 
significant differences found within the age category and certification category. The 
findings related to the demographic variables are discussed below.
Age. There was a significant main effect for age in one of the four areas, personal 
and career concerns. Student teachers in the two younger categories (20-25 and 25-29 
years of age) reported significantly greater stress than the student teachers who were 30 
years of age or older. There was no interaction between age and the time at which the 
survey was completed.
All student teachers, regardless of age, would face the same demands of student 
teaching in terms of self-concerns, task concerns, and impact concerns. Each of these 
areas contained specific items that were very unique to student teaching or classroom 
teaching and would be equally unique to all age groups. As the survey results indicated, 
there were not significant differences in these three areas.
In contrast to the uniqueness to student teaching found in the items included in the 
areas of self-concerns, task concerns, and impact concerns, many of the items included in 
the personal and career concerns area were more generalized stressors that might be 
applicable to other situations or professions rather than being exclusive to the student 
teaching experience. Those older student teachers who had more life experiences may 
have had past experience dealing with similar stresses. For example, the student teachers 
in the two younger groups may have been making their first transition into a professional 
environment that required them to write resumes and prepare for professional interviews. 
The student teachers in the older group may have had past experiences with these
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activities and, as a result of these past experiences, they may have experienced less stress 
related to personal and career concerns.
Likewise, the older student teachers may also have had more past experiences 
with managing personal finances and balancing the multiple demands of professional, 
family, and personal lives. In the case of personal and career concerns, it may be 
accurate that, as suggested in the research related to workplace stress, the experience and 
maturity that accompany age may have helped to mitigate these particular stressors (Jex, 
1998; Schabracq, 1998). Certainly one student teacher described the advantages of 
maturity in the following statement, “If I were 23 years old instead of a well-seasoned 
and wise 35,1 would have either quit the UNO program or gone to a psychiatrist for a 
‘script [sic] of Zoloft to help with the depression and anxiety.”
Gender. There was no main effect for gender nor was there an interaction 
between gender and time. These findings suggest that both the male and female student 
teachers included in this study experienced similar stresses at similar levels during the 
student teaching experience. The lack of significant gender differences is not surprising. 
All student teachers, regardless of gender, would face the same demands of student 
teaching in terms of self-concerns, task concerns, impact concerns, and personal and 
career concerns. Each of these areas contained specific items that would be similarly 
experienced by both gender groups. However, it should be noted that there was a 
relatively small number of males (15 or 20%) compared to the number of females (62 or 
80%) included in the sample for this study. This may have impacted the results.
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Certification level. There was no main effect for certification level nor was there 
an interaction between certification level and time in the areas of self-concerns, impact 
concerns, and personal and career concerns. However, in the area of task concerns there 
was a significant interaction between certification level and time. Within time, stress was 
significantly greater for elementary student teachers than for K-12 student teachers at the 
beginning of the student teaching experience. One possible explanation for this is that 
the elementary student teachers may have been anticipating a greater number of 
classroom tasks than were the K-12 student teachers. The task concerns area included 
items related to preparing lessons and knowledge of content. The elementary student 
teachers were facing multiple lesson plans to write each day and the responsibility for all 
content areas outside of specialized areas such as music, art, and physical education.
In contrast, the K-12 student teachers had content specializations (art, music, or 
physical education) and were likely to have had fewer individual lesson and content 
preparations than did the elementary student teachers. Because the elementary student 
teachers may have had more preparations and multiple content areas to master, this may 
have caused them to experience greater levels of stress than the K-12 student teachers.
Also within task concerns and within certification levels, stress varied 
significantly for elementary and secondary student teachers included in this study. 
Specifically, stress was significantly greater for elementary student teachers immediately 
before than at the midpoint, which in turn was significantly greater than at the end of the 
student teaching experience. For secondary student teachers, stress was significantly
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greater before than at the end of the student teaching experience and was also 
significantly greater at the midpoint than at the end of the student teaching experience.
For the elementary student teachers, the reported level of stress at the beginning 
of student teaching fell slightly below the moderate stress level. Having started out with 
a higher level of stress, the results seem to indicate that the elementary student teachers 
were able to find ways in which to adjust to the multiple demands of preparing numerous 
lessons in numerous content areas, and their stress was significantly lowered rather 
quickly, by the midpoint of the student teaching experience. It also appears that they 
continued to make adjustments and significantly lower their stress throughout the student 
teaching experience.
For the secondary student teachers included in this study, there was a slight, 
nonsignificant increase in stress between the beginning and the midpoint of the student 
teaching experience, but a significant decrease in reported stress levels by the end of the 
student teaching experience. It is possible that the secondary student teachers may have 
initially underestimated the task concerns, which included items related to classroom 
management, that they would face in the classroom. This would explain the increase 
between the beginning and the midpoint of the student teaching experience. However, as 
the student teaching experience progressed, they were able to make adjustments or sought 
assistance that allowed them to more effectively handle the stresses of the classroom.
Hours o f employment. In each of the four areas of stress, there was no main effect 
for the number of hours of employment nor was there an interaction between the number 
of hours of employment and time.
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The findings relevant to the number of hours of employment were somewhat 
surprising. It might be expected that those student teachers working more hours would 
experience greater stress, particularly in the area of personal and career concerns which 
included those items related to meeting family and personal responsibilities. Jacoby 
(2000) may provide a possible explanation for this. The student teachers in this study 
were enrolled at a commuter campus. According to Jacoby, commuter students often 
have experience in managing multiple life roles, including work. The student teachers in 
this study may have had considerable past experience balancing work, family life, and 
academic coursework. This past experience may have provided them with the skills and 
resources to effectively balance work, family life, and the demands of student teaching.
Ethnicity. In each of the four areas of stress, there was no main effect for 
ethnicity nor was there an interaction between ethnicity and time. The findings relevant 
to ethnicity were also somewhat surprising. All student teachers, regardless of ethnicity, 
would face the same demands of student teaching in terms of self-concems, task 
concerns, and impact concerns. Each of these areas contained specific items that were 
very unique to student teaching and would be equally unique to all ethnic groups. 
Likewise, regardless of ethnicity, student teachers would need to balance multiple 
responsibilities. However, given the demand for minority teachers, it might be expected 
that minority teachers would have fewer concerns related to finding a job (Franklin & 
Mockwitz, 1993).
The findings of this study indicated that there were no significant differences in 
the perceptions of minority and Caucasian student teachers; however, there was a
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relatively small number of minority student teachers (7 or 9%) compared to the number 
of Caucasian student teachers (70 or 91%) included in the sample. This may have 
impacted the results. In addition, it should be noted that there is very little research 
regarding ethnic, racial, or cultural influences on stress in the literature on occupational 
stress. The low number of respondents and the lack of past research make it difficult to 
interpret the results specific to ethnicity.
Preparation program. In the each of the four areas, there was no main effect for 
preparation program nor was there an interaction between preparation program and time. 
It is surprising that there were not significant differences between the perceptions of 
student teachers in the two preparation programs, particularly in the area of self-concerns. 
The student teachers included in this study who were in the alternative preparation 
program had previously completed a one-semester, paraprofessional assignment in the 
school and classroom in which they were assigned to student teach. This assignment 
would have allowed them to become acquainted with their cooperating teachers, other 
teachers in the building, building administrators, and some of the students who might be 
in their classrooms during their student teaching experience. It would seem plausible that 
this early exposure to their specific classroom environment would have lowered their 
stress, particularly in the area of self-concerns.
However, it should be noted that there was a relatively small number (9 or 12%) 
of student teachers from the alternative program compared to the number (68 or 88%) of 
student teachers from the traditional program included in the sample. This may have 
impacted the results.
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General Observations 
The student teachers included in this study reported surprisingly low levels of 
stress. Given the substantial amount of past research regarding student teacher stress, 
including studies that reported student teaching to be the most stressful component of the 
teacher preparation process (Briggs & Richardson, 1992; MacDonald, 1992), and the 
relatively dramatic personal accounts of stress found in the past research, the stress levels 
reported by the student teachers included in this study appeared comparatively low.
Although there were individual student teachers included in this study who 
reported a high stress level or an extreme stress level (Likert scale responses of 4 or 5, 
respectively) on individual survey items, the overall computed means for self-concerns, 
task concerns, and impact concerns at each of the three data collection points did not 
reach the moderate stress level (Likert scale response of 3). Computed means for 
personal and career concerns only slightly exceeded the moderate stress level at the first 
two data collection points and dropped to slightly below the moderate stress level at the 
third data collection point.
There may be several reasons for the surprisingly low levels of stress. First, the 
low level of stress may be an indication that the student teachers included in this study 
were very well prepared to face the rigors of the student teaching experience. It is 
possible that the components (including coursework, field experiences, and a student 
teacher symposium) of their preparation program that were completed prior to the student 
teaching experience sufficiently prepared the student teachers for the various stressors 
that were found in the each of the areas. There also were very few significant differences
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within the demographic variables. This may be a further indication that the preservice 
program adequately prepared the student teachers and did so regardless of gender, 
ethnicity, employment status, or type of program.
Second, the sample of student teachers included in this study may not have been 
truly representative of the population of student teachers. The respondents in this study 
were students at a metropplitali university that is considered to be a commuter campus. 
Students enrolled at commuter campuses spend less time on campus and may not be as 
dependent on campus support networks as students who attend traditional residential 
campuses (Jacoby, 2000). This independence from the campus environment may have 
better prepared this sample of student teachers from the commuter campus to adjust to an 
off-campus environment, such as the K-12 classroom environment of the student teaching 
experience.
Third, it is possible that those student teachers who were experiencing the highest 
levels of stress during the student teaching experience may have had neither the time nor 
inclination to complete the survey. This possibility was further exacerbated by the 
research design of this study that required respondents to complete the CSSST on three 
separate occasions. Student teachers who may have been feeling stressed or 
overwhelmed at any one of the three data collection points and thus chose not to or 
simply could not find the time to respond were eliminated from the results. However, the 
means and standard deviations for each of the four constructs for those student teachers 
who responded only at the first data collection point were very similar to the means and 
standard deviations of the student teachers who responded at all three of the data
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collection points. The self-concems, task concerns, and impact concerns fell below the 
moderately stressful level (Likert response of 3) at the first data collection point for 
student teachers who responded only at the first data collection point as well as student 
teachers who responded at all three data collection points. Both groups also reported 
stress levels slightly above the moderately stressful level in the area of personal and 
career concerns at the first data collection point.
Implications
Student teaching stress has been a widely researched topic. However, the 
assumptions regarding the types of stress encountered by student teachers deserve careful 
study. Student teaching is the first crucial step in which an educator begins the transition 
from the role of being a student to the role of being a teacher. It is the first 
comprehensive exposure for new teachers into their chosen profession. Given the 
concerns about teacher retention (Archer, 1999; Gold, 1985; Greer & Greer, 1992), it is 
imperative that current research be the basis for making decisions regarding policies and 
practices that surround student teaching.
This study makes a strong contribution to the field of teacher preparation. It 
identified key areas of stress as well as examined a commonly cited theory that was 
developed over 30 years ago (Fuller, 1969). This study provided the opportunity to 
examine that theory in the context of the current trends in student teacher profiles, teacher 
preparation programs, and K-12 schools. It also provided data regarding an area of 
student teacher stress, personal and career concerns, in which there has been little past 
research.
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Implications fo r Research
There are several implications for research. First, it is clear that further 
examination of Fuller’s (1969) model in the context of today’s educational environment 
is needed. The findings regarding self-concerns, task concerns, and impact concerns in 
this study were not consistent with Fuller’s theory. In addition, it is clear from the results 
of this study that personal and career concerns were a greater source of stress for student 
teachers than self-concerns, task concerns, and impact concerns which were included in 
Fuller’s model.
In addition, very few research studies have examined the area of personal and 
career concerns. This study certainly indicated that this is an area that warrants further 
research. Additional research and analysis are needed to further define this area. It may 
be necessary to separate the items related to personal concerns from the items related to 
career concerns. Furthermore, it will be important to gather data from student teachers 
enrolled in other teacher preparation institutions, other geographic locations, and from 
those student teachers who complete student teaching in the fall semester of the academic 
year.
There is also a need for further research regarding student teachers from ethnic 
minority groups and from student teachers who are completing alternative teacher 
preparation programs. As stated previously, there is very little research regarding 
occupational stress within minority groups. Because of the low number of minority 
student teachers included in the sample, this study provided limited data in this area.
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There is also very little research regarding alternative teacher preparation 
programs. However, there are numerous alternative teacher preparation programs that 
have been started in the recent years. As these programs continue to develop, it will be 
important to evaluate their effectiveness. One area that should be evaluated is how 
effectively the candidates who have completed alternative preparation programs are 
prepared to face the stresses of student teaching. Because of the low number of student 
teachers who were enrolled in the alternative preparation program in the sample, this 
study provided very limited data in this area.
Finally, the potential job bumout of student teachers is an important consideration 
for all professional parties (teacher preparation institutions and school district faculty and 
staff) involved in the student teaching experience. It is an important to fully examine and 
develop a more comprehensive understanding regarding the reasons why the perceived 
levels of stress of student teachers decreased. If it is related to desensitization and the 
early stages of bumout, the future of an experienced workforce of professional educators 
may be in jeopardy.
Implications for Policy and Practice
Student teaching is a critical transition into the profession of teaching, a transition 
that may impact student teachers’ decisions to remain in the teaching profession. As a 
profession, the field of education should create an environment that fosters retention of 
teachers. It is imperative that policies and practices regarding student teaching increase 
the likelihood that student teachers’ decisions to remain in teaching are based on the 
functions of teaching rather than the stressful relationships with other professionals, the
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financial hardships of an unpaid student teaching experience, or the frustration of the 
educational job search process.
There are several implications for policy and practice. First, the intensity of the 
comments regarding the relationships between student teachers and cooperating teachers 
made by the student teachers included in this study suggests the need to teach 
professional relationship skills at some point in the preservice teacher preparation 
program. Student teachers need to be able to effectively problem-solve and communicate 
with their cooperating teachers, university supervisors, and other professionals.
The cooperating teachers must also have the necessary skills to foster and 
maintain the unique professional relationship with their student teachers. School districts 
and university staff must carefully select cooperating teachers. However, this will require 
the school districts and the teacher preparation institutions to work together to identify 
the qualities or skills needed to be a successful cooperating teacher.
Second, it is apparent that teacher preparation institutions need to design support 
options for student teachers that address personal and career concerns. In the area of 
personal concerns, student teachers may benefit from learning strategies that help them 
manage and organize their time. Increasing their ability to effectively manage their time 
may relieve some of the stress that they experience regarding balancing multiple 
responsibilities during the student teaching experience. Third, there should also be 
considerable examination of possible ways to financially compensate student teachers. 
Even moderate stipends could relieve some of the financial stresses that were expressed 
by the student teachers included in this survey.
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The concept of compensating student teachers may, at the outset, seem to pose a 
financial hardship for either or both the school districts and/or the teacher preparation 
institution. However, it is crucial that student teachers be able to expend their energy on 
issues relevant to the classroom rather than on the financial burden that often 
accompanies the student teaching experience.
Finally, in the area of career concerns, it is important that career related 
information, such as how to complete applications, how to gather credential or career 
related documents, how to write a resume, and how to interview effectively not only be 
made available to student teachers but be delivered in the most effective and efficient 
manner for the student teachers. This was the area of greatest stress reported by the 
student teachers included in this study. It is an area that should concern the school 
districts that desire a large pool of potential candidates from which to select new hires 
and for the teacher preparation institutions that are being held increasingly more 
accountable for preparing students who are ready to enter the competitive job market.
It may be that the traditional educational job search processes of establishing 
credential files, applying for jobs, and interviewing for teaching positions need to be re­
examined. There may be ways to streamline the process for the student teachers.
Few would disagree that it is in the best interest of all parties involved in student 
teaching (K-12 students, student teachers, cooperating teachers, building administrators, 
and university staff) to allow the student teacher to concentrate on the classroom 
challenges and reduce the peripheral distractions during the student teaching experience. 
As one student teacher reflected,
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It is funny when I reflect on how the semester is going. The teaching and 
planning is not really stressing me out. Sure there are some days that are more 
stressful than others, but I think it is all the other stuff that is stressful. I am 
stressed out about completing applications. I have many questions about it, plus it 
is difficult to find the time to do them. Then on top of that, coming in for help at 
the career center is unrealistic. With all that I have to do in a day and by the time 
I actually leave the school, I do not have time to drive across town to get help. I 
think the whole credential file and other things could be explained a little better. 
There was so much information given to us right before we began the semester 
that I can hardly remember any of it.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
137
References
Abebe, S., & Shaughnessy, M. F., (1997). Strengthening the teaching profession:
Preparing educators to cope with stress. U.S. Department of Education, National 
Institute of Education, Educational Resources Information Center. Portales, NM. 
(ERIC Document Reproduction Service No. ED 411 239).
American Association for Employment in Education. (2000). 2001 Job search 
handbookfor educators: Teacher supply and demand by field and region. 
Columbus, OH: Author.
American Association for Employment in Education. (2001). 2002 Job search
handbook for educators: Teacher supply and demand by field and region. 
Columbus, OH: Author.
American Association for Employment in Education. (2002) . 2003 Job search
handbookfor educators: Teacher supply and demand by field and region. 
Columbus, OH: Author.
Archer, J. (1999, March 17). New teachers abandon field at high rate [Electronic 
version]. Education Week.
Arrighi, M. A., & Young, J. C. ( 1987). Teacher perceptions about effective and 
successful teaching. Journal o f Teaching in Physical Education, 6, 122-135. 
Avramidis E., Bayliss, P., & Burden, R. (1999). Student teachers’ attitudes towards the 
inclusion of children with special educational needs in the ordinary school. 
Teaching and Teacher Education, 16, 277-293.
Beehr, T. (1998) . An organizational psychology meta-model of occupational stress. In
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
138
L. Cooper (Ed.), Theories o f organizational stress (pp. 6-27). Oxford, NY:
Oxford University.
Bowers, H. C., Eichner, B. K., & Sacks, A. L. (1983). Reducing stress in student 
teachers. Teacher Educator, 19, 19-24.
Briggs, L. D., & Richardson, W. D. (1992) . Causes and sources of student concerns for 
student teaching problems. College Student Journal, 26, 268-272.
Campbell, P. F., & Wheatley, G. H. (1983). A model for helping student teachers. 
Mathematics Teacher, 76, 60-63.
Capel, S. A. (1997). Changes in students’ anxieties and concerns after their first and 
second teaching practices. Education Research, 39, 211-228.
Clement, M. (1999). Reducing the stress of student teaching. Contemporary Education, 
70, 20 (6pp.). Retrieved January 20, 2002, from EBSCO database.
Cole, A. L., & Knowles, J. G. (1995) . University supervisors and preservice teachers: 
Clarifying roles and negotiating relationships. The Teacher Educator, 30, 44-56.
Cooper C. L. (Ed.) (1998). Theories o f organizational stress. Oxford, NY: Oxford 
University Press.
Corcoran, E. (1981). Transition shock: The beginning teacher’s paradox. Journal o f 
Teacher Education, 32, 19-21.
Cortina, J. M. (1999). What is coefficient alpha: An examination of theory and 
application. Journal o f Applied Psychology, 28, 98-104.
Crandell, R., & Perrewe, P. L. (Eds.) (1995). Occupational stress: A handbook. 
Washington, DC: Taylor and Francis Publishers.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
139
Davis, J. B. (1990). Stress among secondary school student teachers: Factors which 
contribute to it and ways of reducing it. High School Journal, 73, 240-244.
Di Salvo, V., Lubbers, C., Rossi, A. M., & Lewis, J. (1995) . Unstructured perceptions 
of work-related stress: An exploratory qualitative study. In R. Crandall & P. L. 
Perrewe (Eds.). Occupational stress: A handbook (pp 39-50). Washington, DC: 
Taylor and Francis Publishers.
Duncan, D. M. (2000). The socialisation [sic] of mature women student teachers: The 
importance of ethnographic accounts to educational research. Teacher in Higher 
Education, 5, 459-474.
Dutton, W. H. (1962). Attitude change of elementary school student teachers and 
anxiety. Journal o f Educational Research, 55, 380-382.
Feiman-Nemser, S., & Remillard J. (1996) . Perspectives on learning to teach. In F. B. 
Murray (Ed.), The teacher educator’s handbook: Building a knowledge base for 
the preparation o f teachers (pp. 63-91). San Francisco: Jossey-Bass Publishers.
Fimian, M. J., & Blanton, L. P. (1987) . Stress, burnout, and role problems among
teacher trainees and first-year teachers. Journal o f Occupational Behaviour, 8, 
157-165.
Franklin, K. D., & Mockwitz, T. (1993) . Developing teachers of color. Independent 
Schools, 52, 57 (5 pp.). Retrieved July 15, 2003, from EBSCO database.
Fuller, F. F. (1969) . Concerns of teachers: A developmental conceptualization. 
American Educational Research Journal, 6, 207-224.
Gale, T., & Jackson, C. (1997) . Preparing professionals: Student teachers and their
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
140
supervisors at work. Asia-Pacific Journal o f Teacher Education, 25, 177 (15 pp.). 
Retrieved January 20,2002, from EBSCO database.
Gold, Y. (1985) . Does teacher burnout begin with student teaching. Education, 105, 
254-257.
Goodell, H., Wolf, S. G., & Roger, F. B. (1986) . Historical perspective. In A. J. 
Finestone, & S. F. Wolf, Jr. (Eds.), Health and performance at work: 
Occupational stress (pp. 8-23). Littleton, MA: PSG Publishing Company, Inc.
Greenglass, E. R., Fiksenbaum, L., & Burke, R. J. (1995) . The relationship between 
social support and burnout over time in teachers. In R. Crandall, & R. L.
Perrewe (Eds.), Occupational stress: A handbook (pp. 239-261). Washington, 
DC: Taylor & Francis Publishers.
Guillaume, A. M., & Rudney, G. L. (1993). Student teachers’ growth toward
independence: An analysis of their changing concerns. Teaching and Teacher 
Education, 9, 65-80.
Greer, J. G., & Greer, B. B. (1992). Stopping burnout before it starts: Prevention
measures at the preservice level. Teacher Education and Special Education, 15, 
168-174.
Havlovic, S. J., & Keenan J. P. (1995) . Coping with work stress: The influence of 
individual differences. In R. Crandall, & P.L. Perrewe (Eds.), Occupational 
stress: A handbook (pp. 179-204). Washington, DC: Taylor & Francis.
Head, J., & Hill, F. (1996). Stress and the post graduate school trainee teacher: A
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
141
British case study. Journal o f Education for Teaching, 22, 71 (14 pp.). Retrieved 
January 20,2002, from EBSCO database.
Howey, K. R., & Zimpher, N. L. (1996) . Patterns in prospective teachers: Guides for 
designing preservice programs. In F. B. Murray (Ed.), The teacher educator’s 
handbook: Building a knowledge base for the preparation o f teachers (pp. 465- 
505). San Francisco: Jossey-Bass Publishers.
Hunter-Boykin H., & Thompson, B. (1993). Perceptions and stress factors of
African-American preservice teachers in urban schools. Journal o f Instructional 
Psychology, 20, 119 (13 pp.). Retrieved January 20,2002, from EBSCO 
database.
Hynes-Dusel, J. M. (1999). Physical education student teacher concerns. Physical
Educator, 56, 33 (16 pp.). Retrieved January 20,2002, from EBSCO database.
Jacoby, B. (2000). Why involve commuter students in learning? New Directions for 
Higher Education, 109, 81(7 pp.). Retrieved July 9, 2003, from EBSCO 
database.
Jelinek, C. A. (1986) . Stress and the pre-service teacher. The Teacher Educator, 22,
2 - 8 .
Jex, S. M. ( 1998). Stress and job performance: Theory, research and implications for 
managerial practice. Thousand Oaks, CA: SAGE Publications (International 
Education and Professional Publisher).
Jones, D. R. (1982). Pupil control ideology as a source o f stress: The student
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
142
teacher’s dilemma. Paper presented at the Annual Conference of the Association 
of Teacher Educators. Phoenix, AZ. (ERIC Document Reproduction Service No. 
ED 214 917).
Kaunitz, N., Spokane, A. R., Lissitz, R. W., & Strein, W. O. (1986). Stress in student 
teachers: A multidimensional scaling analysis of elicited stressful situations. 
Teaching & Teacher Education, 2, 169-180.
Kersten, T. A. (2003). What you can expect as you enter the job market and meet today’s 
recruiters. 2003 American Association for Employment in Education, Inc., Job 
Search Handbook for Educators, 5-6.
Lacey, C. (1977). The socialization o f teachers. Suffolk, Great Britain: Methuen and 
Co. Ltd.
Lawson, H. A. (1986). Occupational socialization and the design of teacher education 
programs. Journal o f Teaching in Physical Education, 5, 107-116.
Lazarus, R. S. (1995) . Psychological stress in the workplace. In R. Crandall, & R. L. 
Perrewe (Eds.), Occupational stress: A handbook (pp. 3-14). Washington, DC: 
Taylor & Francis Publishers.
MacDonald, C. J. (1992). The multiplicity of factors creating stress during the
teaching practicum: The student teachers’ perspective. Education, 113, 48 (11 
pp.). Retrieved January 20,2002, from EBSCO database.
MacDonald, C. J. (1993) . Coping with stress during the teaching practicum: The
student teacher’s perspective. Alberta Journal o f Education Research, 39, 407- 
418.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
143
Maguire, M. (2001) . Bullying and the postgraduate secondary school trainee teacher:
An English case study. Journal o f Education for Teaching, 7, 95-109.
Maslach, C. (1998) . A multidimensional theory of burnout. In C. L. Cooper (Ed.),
Theories o f organizational stress (pp. 68-85). Oxford, NY: Oxford University. 
Morton, L. L., Vesco, R., Williams, N. H., & Awender, M. A. (1997). Student teacher 
anxieties related to class management, pedagogy, evaluation and staff relations. 
British Journal o f Educational Psychology, 67, 69-89.
Munday, R., & Windham R. (1995). Stress management training for preservice 
secondary teachers. Journal o f Instructional Psychology, 22, 141 (5 pp.). 
Retrieved January 20,2002, from EBSCO database.
Murray-Harvey, R., Slee, P. T., Lawson, M. J., Silins, H., Banfield, G., & Russell, A. 
(2000). Under stress: The concerns and coping strategies of teacher education 
students. European Journal o f Teacher Education, 23, 19-35.
Murwin, S., & Matt, S. R. (1990, April) . Fears prior to student teaching. The 
Technology Teacher, 25-26.
National Council for Accreditation of Teacher Education (NCATE) (2002) .
Professional standards for the accreditation o f schools, colleges, and departments 
o f education. Washington DC: Author.
Ogus, E. D. (1995). Burnout and coping strategies: A comparative study of ward
nurses. In C. L. Cooper (Ed.), Theories o f organizational stress (pp. 249-261). 
Oxford, NY: Oxford University.
Ostroff, C. (1992) . The relationship between satisfaction, attitudes, and performance:
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
144
An organizational level analysis. Journal o f Applied Psychology, 77, 963-974. 
Paese, P. C., & Zinkgraf, S. (1991) . The effect of student teaching and teacher efficacy 
and teacher stress. Journal o f Teaching in Physical Education, 10, 307-315. 
Pigge, F. L., & Marso, R. N. (1990) . Academic, affective, and personal attributes of 
successful student teachers. The Teacher Educator, 26, 23-31.
Ransom, P. E., Rekkas, A., Hughes, P. A., Holyfield, J., & Dykins, F. C. (1994) .
Student teaching “moonlighting... ” does it have an impact? Washington, DC. 
U.S. Department of Education, National Institute of Education, Educational 
Resources Information Center (ERIC Document Reproduction Service No. ED 
379 262).
Romeo, F. F. (1987) . Understanding student teacher anxieties -  a descriptive survey.
Journal o f Human Behavior and Learning, 4, 43-47.
Sadowski, C. J., Blackwell, M. W., & Willard, J. L. (1986). Assessing locus of control, 
perceived stress and performance of student teachers. Education, 106, 352-353. 
Schabracq, M. (1998) . The ethological theory of stress: About work stress and wisdom. 
In C. L. Cooper (Ed.), Theories o f organizational stress (pp. 220-245). Oxford, 
NY: Oxford University.
Schelske, M.T., & Romano, J. (1994). Coping skills and classroom management 
training for student teachers. Teacher Education, 29, 21-33.
Schwebel, A. I., Schwebel, B. L., Schwebel, C. R., & Schwebel M. (1992) . The student 
teacher’s handbook. Hillsdale, NJ: Hove and London (Lawrence Erlbaum 
Associates Publishers).
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
145
Sinclair, K., & Nicoll, V. (1980) . The sources and experiences o f anxiety in practice 
teaching. Paper presented at the annual conference of the South Pacific 
Association of Teacher Education. Canberra, Australia. (ERIC Document 
Reproduction Service No. ED 189 084).
Smith, B. P. (2000) . Emerging themes in problems experienced by student teachers:
A framework for analysis. College Student Journal, 34, 633 (8 pp.). Retrieved 
January 20, 2002, from EBSCO database.
Sorenson, G., & Halpert, R. (1968) . Stress in student teaching. California Educational 
Research Journal, 19, 28-33.
Spielberger, C. D., & Reheiser, E. C. (1995) . Measuring occupational stress: The job 
stress survey. In R. Crandall, & R. L. Perrewe (Eds.), Occupational stress: A 
handbook (pp. 51-69). Washington, DC: Taylor & Francis Publishers.
Sullivan, S. G. (1979) . Sources o f anxiety within the school setting as reported by
Emory University preservice and inservice teachers. A descriptive study. U.S. 
Department of Education, National Institute of Education, Educational Resources 
Information Center (ERIC Document Reproduction Service No. ED 179 536).
Summers, T. P., DeCotiis, T. A., & DeNisi, A. S. (1995) . A field study of some
antecedents and consequences of felt job stress. In R. Crandall, & P. L. Perrewe 
(Eds.). Occupational stress: A handbook, (pp. 113-128). Washington, DC: 
Taylor and Francis Publishers.
Templin, T. J. (1979). Occupational socialization and the physical education student 
teacher. Research Quarterly, 50, 482-493.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
146
Thompson, M. L. (1963). Identifying anxieties experienced by student teachers.
Journal o f Teacher Education, 34, 435-439.
Thomson, W. C., & Wendt, J. C. (1995). Contribution of hardiness and school climate 
to alienation experienced by student teachers. Journal o f Education Research, 88, 
269 (6 pp.). Retrieved January 20,2002, from EBSCO database.
Travers, R. M., Rabinowitz, W., & Nemovicher, E. (1952). The anxieties of a group 
of student teachers. Educational Administration and Supervision, 38, 368-375.
Weiman, C. G. (1986) . Contributions of the employee’s personality and behavior to 
occupational stress. In A. J. Finestone, & S. F. Wolf, Jr. (Eds.), Health and 
performance at work: Occupational stress (pp. 97-104). Littleton, MA: PSG 
Publishing Company, Inc.
Wolf, S. (1986). Common and grave disorders identified with occupational stress. In 
A.J. Finestone, & S. F. Wolf, Jr. (Eds.), Health and performance at work: 
Occupational stress (pp. 47-53). Littleton, MA: PSG Publishing Company, Inc.
Womack, S. T. (1983) . Suggestions from student teachers. U.S. Department of
Education, National Institute of Education, Educational Resources Information 
Center (ERIC Document Reproduction Service No. ED 240 050).
Zeichner, K. M., & Tabachnick, B. R. (1981). Are the effects of teacher education 
‘washed out’ by school experience? Journal o f Teacher Education, 32, 7-11.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
APPENDIX A
Institutional Review Board 
Approval for Exempt Educational, Behavioral, 
Social Science and Medical Research
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
U N I V E R S I T Y  1 0 F
Medical Center
I n s t i t u t i o n a l  R e v i e w  B o a r d  (IRB) 
O f f i c e  o f  R e g u l a t o r y  A f f a i r s  ( O R A )
August 14, 2002
Connie Schaffer 
Ed. Admin. KH 208 
U N O -V IA  COURIER
IRB#: 274-02-EX
TITLE OF PROTOCOL: Changes in Student Teachers' Perceptions of Stress Purina 
the Student Teaching Semester
Dear Ms. Schaffer:
The IRB has reviewed your Exemption Form for the above-titled research project. 
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IRB # 274-02-EX 
August 7, 2002
Dear student teacher:
Congratulations on reaching your student teaching semester! I would like the benefit of your 
experience and a small amount of your time. I am a doctoral student at the University of 
Nebraska at Omaha and am collecting data to complete the research component of my program. 
My research topic is stress during student teaching. Specifically, I am examining how student 
teachers perceive stress at different points during their student teaching semester. The purpose of 
this research is to better understand the student teaching process in order to provide meaningful 
support to student teachers. This increased understanding of the student teaching experience will 
help teacher preparation institutions and K-12 districts design programs that recognize and 
mitigate stress, thus allowing student teachers the opportunity to focus on their students’ learning, 
progress, and achievement.
The attached document contains the Comprehensive Stress Survey for Student Teachers. I am 
asking that you complete each of the five sections of this survey at three points during your 
student teaching semester: 1) prior to beginning your student teaching experience, 2) at the 
middle of your student teaching experience, and 3) at the end of your student teaching experience. 
For statistical purposes, the last four digits of your student identification number will be used to 
match each of the three surveys. Your responses will be held completely confidential and only 
aggregate data will be reported. I am the only investigator for this study, and only I will have 
access to the survey data.
Survey instructions: In sections one through four, the survey will ask you to provide a response 
or rating on a 5-point Likert scale, based on your experience at the time you complete the survey. 
Section five of the survey asks for basic demographic data. Please respond to all questions.
The first survey will be in paper format; the second and third surveys will be available on-line.
When you have completed the survey at the first point of the study, please return it to me. When 
completing the on-line survey at the second and third points of the study, simply hit the submit 




Kayser Hall 208-D 
(402) 554-2481
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SECTION ONE
Using the 5-point scale, -------► L No Stress
please assess your current stress £
level for each o f the following. 4. High stress
___________   5. Extreme Stress
1. My cooperating teacher’s opinion of me. 1 2 3 4 5
(Will he/she like me?)
2. My cooperating teacher’s philosophy and style of 1 2 3 4 5
teaching is different than my philosophy and style
of teaching.
3. My cooperating teacher’s written evaluation of me. 1 2 3 4 5
4. My cooperating teacher’s formal evaluation of my teaching. 1 2 3 4 5
5. My university supervisor’s observations of my teaching. 1 2 3 4 5
6. My university supervisor’s written evaluation of me. 1 2 3 4 5
7. My students’ feelings about me. 1 2 3 4 5
(Will they like me?)
8. Parents’ opinions of me. 1 2 3 4 5
9. Other teachers’ respect for me as a teacher. 1 2 3 4 5
10. Other teachers’ acceptance of me. 1 2 3 4 5
11. My building administrator’s (principal’s) 1 2 3 4 5
respect for me as a teacher.
12. My building administrator’s (principal’s) 1 2 3 4 5
acceptance of me.
13. My personal safety while I am in my school. 1 2 3 4 5
14. Being familiar in my assigned building. 1 2 3 4 5
(Where things are located, policies, procedures, etc.)
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SECTION TW O
Using the 5-point scale,
please assess your current stress 






1. Managing the behavior of students in the classroom 
(classroom discipline, classroom control).
2. Completing the amount of work that is 
involved in being a successful student teacher.
3. Writing lesson plans.
4. Knowing and understanding the curriculum 
to be taught.
5. Finding an adequate amount of appropriate 
material needed for lessons.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
6. Grading all student homework, assignments and tests. 1 2 3 4 5
7. Managing the flow, timing and transitions 1 2 3 4 5
of the classroom environment.
8. Incorporating state and district standards (outcomes) 1 2 3 4 5
into lesson plans and instruction.
9. Fulfilling any extra duty assignments. 1 2 3 4 5
(recess, lunchroom, study hall, meetings, coaching, etc.)
10. Completing university assignments and requirements 1 2 3 4 5
related to student teaching.
11. Using a variety of instructional methods. 1 2 3 4 5
(lecture, cooperative learning, one-to-one, labs, etc.)
12. Using technology effectively in the classroom. 1 2 3 4 5
13. Reporting information to students, parents, admin- 1 2 3 4 5 
istrators. (progress reports, report cards, conferences, etc.)
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SECTION THREE
Using the 5-point scale, -------► L No Stress
please assess your current stress £ “ leluL
level for each of the following. 4. High stress
______________________________________________5. Extreme Stress
1. Facilitating student learning through my teaching. 1 2 3 4 5
2. Writing lesson plans that increase student learning. 1 2 3 4 5
3. Meeting the needs of individual students. 1 2 3 4 5
4. Adapting teaching methods for special 1 2 3 4 5
education students.
5. Adapting curriculum for special education students. 1 2 3 4 5
6. Meeting the needs of English Language Learning 1 2 3 4 5
(ELL) or English as a Second Language (ESL) students.
7. Challenging high ability students. 1 2 3 4 5
8. Selecting material that is relevant for the students. 1 2 3 4 5
9. Selecting material that is interesting for the students. 1 2 3 4 5
10. Assessing the progress of the students. 1 2 3 4 5
11. Keeping students safe while they are in school. 1 2 3 4 5
12. Helping students meet the state and district 1 2 3 4 5
standards (outcomes).
13. Motivating students to be involved in the classroom. 1 2 3 4 5
14. Motivating students to learn. 1 2 3 4 5
15. Establishing rapport with the students. 1 2 3 4 5
16. Building and maintaining a supportive 1 2 3 4 5
learning environment in the classroom.
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SECTION FOUR
Using the 5-point scale,
please assess your current stress 






1. Finding a job after graduation.
2. Writing a resume that will secure interviews 
with school districts/employers.
3. Completing job applications for teaching positions.
4. Being prepared for an interview.
5. Communicating effectively during an interview.
6. Completing the necessary paperwork to 
become certified (getting a teaching license).
7. Securing necessary information to establish a 
credential file.
8. Meeting personal financial obligations during 
the student teaching experience.
9. Balancing time between family commitments 
and student teaching responsibilities.
10. Balancing student teaching with other 
personal commitments.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
11. Remaining physically healthy while student teaching. 1 2 3 4 5
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SECTION FIVE
Please list any other areas in which you currently 
feel stress related to student teaching.
Last four digits of your Student Identification Number (Social Security Number)
Is this your second semester of student teaching? □ Yes □ No
Gender: □ Male □ Female
Age: □ 20-24 □ 25-29 □ 30-34 □ 35-39 □ 40-44 □ 45 and older
Certification (Select only one): □ Elementary □ Middle □ Secondary □ K-12
Teacher Academy Project (TAP) Participant: □ Yes □ No
(This is an alternative certification program for students who hold a previously earned 
Bachelor of Science or Bachelor of Arts degree in a field other than education.)
Employment: During student teaching, I will be / □ 1-10 hours per week
am employed at a job other than student teaching □ 11-20 hours per week
□ 21-30 hours per week
□ 31-40 hours per week
□ I will not be employed
Ethnicity: a African American □ Asian American □ Caucasian 
a Hispanic □ Native American □ Pacific Islander □ Other
Thank you for completing this survey.
Your responses will remain completely confidential.
If you are in need of support, 
please contact the College of Education (402) 554-2718 or 
the University of Nebraska at Omaha Counseling Services (402) 554-2409
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